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absent from today 's standardized tests. Technology
saturation is lessening the need for face-to-face
communication and relationships. The "marriage " of
people to computers and the Internet is developing
into an addiction. Severa l research studies already
show that if deprived of computers and the Net, individuals exhibit "withdrawal" symptoms and are
unable to function . Cell phone users can talk for
hours on the device, but are unable to hold a conversation with someone sitting across from them at
the table. With a bit of luck, new breeds of explorers,
innovators, and ground-breakers will continue to
emerge and society will continue to benefit.
Perhaps this new breed of ground-breakers could
address several critical education issues: a) revisit the
No Child Left Behind legislation; b) scrutinize the proposed high school NCLB notion; and c) examine the
greatest impediment to quality education for all c hildren - the disparity in school funding. Our children
need to benefit from a more equitable system of
funding public education. We cannot continue to
widen the achievement gap between wealthy and
poor, whites and minorities. We cannot continue to
promote access for some and create barriers for others. We cannot become a two-tiered society, the
haves and the have-nots. Our hopes and dreams are
for explorers, innovators, inven t ors, and groundbreakers from ALL wa lks of life. Justice is needed.

From the Editor ...
What exciting and momentous times we live in.
Changes, innovations, explorations, and extraordinary events co ntinuously permeate our senses and
impact our reality. Consider, for a moment, the
anniversary of the historic Brown v. Board of Education decision , the recent exploration of Saturn's
moon, Titan, ongoing strides in medical research,
commemoration of the phenomenal Lewis and Clark
expedition, the success of SpaceShipOne, and Apple
computer's runaway best seller, the i-Pod. Strength of
mind, ingenuity, creativity, and collaboration drive
both past and present inventors, explorers, innovators, and ground-breakers to pursue their dreams.
Their adventures are often filled with uncertainties
and setbacks, but in the end, resilience prevails. And,
more often than not, society benefits ..
Educational changes and innovations are clearly
impacting schools and students across the nation.
University and colleges are offering more online
courses, higher education program assessment is
underway from coast to coast, community colleges
and four-year institutions are collaborating on joint
ventures, and future teache rs are undergoing more
rigorous assessment. To a certain degree, those are
all good things. However, there is another side to
some of these stories. Fervent emphasis on testing is
decreasing opportunities for creative expression. Sole
reliance on paper and pencil test scores does not
serve as an accurate descriptor of a good teacher
or a good student. Creativity and ingenuity are
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The following article - "Impacting Teacher Beliefs
and Confidence Via An In-Service Workshop Model "
- describes a model for developing collaborative
teaching between education and science content
departments . Authors Donna J. Cole, Charles W.
Ryan, and James Tomlin, Wright State University, Dayton, OH, also discuss implications of their study and
offer recommendations regarding collaborative
endeavors.
'" Conversations ' with Diane Ravitch and Martin
Haberman" by Solomon Abebe and Joan Kitterman,
Taylor University, Upland, IN, next explore different
perspectives of multicultural/diversity education and
curriculum based on different opinions gathered
from two prominent voices in the field of education .
The Features section includes the following article
- "The Reflective Teacher " - by Jane Ziebarth-Bovill
and Ronald Bovill, University of Nebraska Kearney,
Kearney, NE, contains thoughts and reflections of
veteran classroom teachers and student teachers.
The article serves to both instruct and encourage
members of the teaching profession.
This section also contains " Life Is Good: Reflections for All Classroom Teachers, " an inspirational
piece of prose by Ronald Bovill, University of Nebraska Kearney, Kearney, NE.
A special section - Research at Eastern Illinois University - provides a glimpse into an extremely diverse
array of completed, in-progress, and/or planned
research projects by education professionals. Authors
of abstracts include: Melissa Habing, Linda Leal, Mildred Pearson, Brenda M. Wilson, Tess Bennett, Patricia
Belleville, Jane Zander, Kit Morice, and Dorothy Bennett.
Read and enjoy. We look forward to hearing
from you. Please note that the deadline for submitting manuscripts has been changed from l June to 1
August of each year (see Manuscript Guidelines in
this issue).

In This Issue ...
This issue deals with a number of contemporary
issues in education and seeks to provide a balance
between theory and practice .
The Guest Editorial section contains two unique
articles and offers opportunity for reflection. The first
guest editorial, "Changing Expectations for Higher
Education, " by Charles A. Rohn, Dean, College of
Education and Professional Studies, Eastern Illinois University, looks at the demand for higher education services in terms of the way today 's consumers are purchasing goods and services in today 's society.
The second guest editorial, "Craving Character:
Communities in Crisis," by James L. Kestner, Coordinator of Web-Based and Alternative Teacher Certification, College of Education and Professional Studies,
Eastern Illinois University, discusses character development in young people.
The Research section begins with the lead article
by Melissa Avey , Community Unit District 203,
Naperville, IL; Ellen Miller, Lincolnway Special Education Cooperative, New Leno x, IL; and James C .
Moses, Lewis University, Romeoville, IL - "Corey H.: A
Landmark Case for Education in Illinois" - examines
the impact of the special education class action suit.
Authors chronicle c ase history and judgment, as well
as the impact of the ruling on preparation and certification of special educators. In addition, the authors
discuss politics and the quality of education in Illinois.
The premise that high quality education and individual liberty is jeopardized by lowering production
costs is addressed in the next article by Steven R.
Loomis, Wheaton College, Wheaton, IL; Jacob P.
Rodriguez, Claremont Graduate University, Pomona,
CA; and John Gunderson , Chapman University,
Orange, CA. "The Ontologic al Challenge to LowCost Exchange in Education Production " analyze the
institution of education from both technical and ec onomic points of view.

One's mincf once stretcfzecf 6y a new icfea
never regains its origina[ cfimension.
- Oliver Wende[[ Jlo[mes
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Changing Expectations for
Higher Education
Charles A. Rohn
travel to a campus to receive a structured, classroom-based higher educational service. Students
regularly only considered institutions that were in their
immediate geographical area . The societal change
in consumer expectations has brought about
changes in these traditional expectations for higher
education services as well. As with many decisions
today, potential students who use technology to
search for information about colleges and universities will quickly find themselves with information overload . They will find a huge amount of information
available to them on traditional, non-traditional,
innovative, and very unusual higher educational services. The descriptions of the wide variety of methods students can use to access higher educational
services are indicative of the demands of students in
today 's educational market. As with other goods
and services, potential students, when searching for
just the right higher educational opportunity for
themselves, are demanding more choices, more
options, more flexibility and more ability to choose
when, where, and how that educational service will
be provided to them .
Many of the providers of higher educational services are more than ready to offer the flexibility of
options for students, while some are hesitant to move
beyond their traditional mode. In addition to the traditional on-campus courses, students are now taking
courses and entire programs on-line, via two-way
video/audio technology, through courses offered in
their own communities, as well as through courses
being offered on alternative schedules, structures
and times. An interesting phenomenon occurs when
a student living on a university campus takes an
online course that is offered in a traditional format,
steps from his or her dorm room . It could be thought
that this expansion of opportunities would threaten
the traditional structure of higher education, that the
zero-sum model would apply. However, as in other
aspects of the economy, this does not appear to be
happening. The expansion of opportunities does not
appear to have diminished the demand for traditional on-campus courses and programs. In fact, many
colleges and universities are experiencing record
numbers of students wanting to take advantage of
traditional programming in addition to those desiring
alternative opportunities. Meeting these demands
for traditional opportunities and alternative delivery
methods has required institutions to be flexible and
change . The willingness and ability to respond to
these demands for change have varied dramatically
from institution to institution.
Eastern Illinois University 's College of Education
and Professional Studies has taken a very open and

Charles A. Rohn is Dean of the
College of Educatio n a nd Professio na l Studi es at Ea st e rn Illin o is
University.

The way people are purchasing goods and servic es in the American society is undergoing significant changes. People are comparing and purchasing items on-line in rapidly growing numbers. Businesses are finding innovative ways to reach new
markets for their products and services. New small
businesses seem to be appearing daily, with the ability to reach large numbers of potential customers, yet
relatively little capital expenditure. A very popular
c urrent trend is searching for and purchasing anything that a consumer might want through an on-line
auction. What appear to be needed to succeed in
this new era of business are technology skills and an
innovative spirit. This change in consumer purchasing
patte rns does not appear to have produced a zerosum situation for retailers, where every dollar spent in
an innovative purc hase w ould reduc e those spent in
traditional meth o ds. Mega-malls, strip malls and
super-stores appear to continue to thrive as a major
co nsumer preference . Numerous communities are
seeing a resurgenc e of down town shopping areas
full of specialty stores. Even traditional catalog sales
and the dreaded telemarketing appear to be surviving . It appears that what consumers want and are
demanding are more choices, more options, more
fle xibility, and more ability to choose when, where,
and how to purchase those items and services.
These changing consumer expectations are a lso
being applied to the demand for higher education
serv ices . Traditionally, when potential students
thought of obtaining a higher education, they automatically thought of traveling to a university or college campus. Their options were between different
campuses or between different public or private institutions. Community colleges often brought some
opportunities closer to home or with some additional
flexibility, but still the viewpoint was for the student to
5

on the community college campus and provides for
a smooth transition into a teache r education program on the EIU campus. While record numbers of
students want to participate in traditional on-campus
classes, large and growing numbers are demanding
services on different schedules, in different locations
and through innovative formats . Eastern is working
hard to meet these expectations for high quality
educational services.
The way people are purchasing goods and services in the American society is undergoing significant changes. Consumers want and are demanding more choices, more options, more flexibility, and
more ability to choose when, where, and how to purchase those items and services. Similarly, potential
students, when searching for just the right higher
educational opportunity for themselves, are
demanding more choices, more options, more flexibility and more ability to choose when, where, and
how that educational service w ill be provided to
them . While significant numbers of consumers are
taking advantage of new methods of receiving
goods and services, traditional methods appear not
to be negatively impacted. These increased and
varied demands are creating a more competitive
marketplace, including in higher education. Some
Colleges and Universities are responding quickly to
these demands; it has even spurred the starting of
some new institutions. Questions have been raised
about the assurance of the level of quality programming that is being offered through some innovative
formats. Institutions and consumers need to be
aware of and respond to the changing marketplace, while also being cautious that the desired
level of quality is also provided.

assertive, yet cau tious, approach toward meeting
these demands. At the foundation of every decision
about providing an educational opportunity in a creative format has been the protection of the quality
of programs that Eastern is known for providing. The
question asked about any possible creative format
concerns the ability to assure an equal quality as currently offered in a traditional format. If this assurance
cannot be provided, consideration ends. However, if
this assurance can be provided, then consideration
continues. Numerous courses are now being offered
either completely or ,partially in an on-line format.
Other uses of an on-line method are being explored.
Eastern has been a state and national leader in the
offering of degree programs off campus. The College is currently operating 21 off-campus cohort
groups in lO different locations throughout the eastern half of Illinois. Individuals can complete six different undergraduate or graduate degrees from Eastern at a variety of underserved geographic areas.
Eastern has also been a statewide leader in the
development of a high quality alternative certification program. This program allows non-traditional
mid-career individuals to obtain a teaching certificate by attending two intensive summer sessions and
participating in a full-year paid internship. This program opens the teaching profession to many individuals for whom the traditional program simply is not
an option. EIU has worked very hard to improve our
relationship with our partner community colleges to
ease a student's transition from two-year institutions
into an EIU program. These efforts include the development of an Associate of Arts in Teaching degree in
specific content areas. This degree allows a student
who knows he or she wants to become a teacher
early in a higher ed career to begin his/her program

Ideas are [ikg, tlu stars.
We never reach tlum 6ut1 fikg, tlu mariners on tlu sea,
we chart our course 6y tlum.
- Cad Schurz
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Craving Character: Communities in Crisis
James L. Kestner
dents had changed. He could barely keep up, he
said, as they described the many changes on the
face of the student body. After fi lling several pages,
he paused, flipped to a blank sheet, and asked his
facu lty to begin listing all the things they were doing
differently as a result of the changes they had just
identified . Silence was his response as the teachers
struggled to identify even a few . Indeed, we all know
that times and students have changed. What we
must recognized, though, is that we must also
change.
I do not believe that the problem is that teachers
are unwilling to change. The thousands of teachers I
have come to know are some of the most caring,
motivated people I have ever met. Instead, too
many of us have seen program after program breaking promise after promise as it required too much
time to plan, implement and evaluate. Efforts to
involve parents have failed to address their perspectives and appeared to them as too preachy or out of
touch with reality.
Young people are paradoxically unique and uniform, striving simultaneously to fit in and stand out. To
suggest some panacea will cure their ills is like treating a broken leg with open-heart surgery. I do
believe, however, that a process exists that is both
structured enough to make a difference and flexible
enough to address a variety of circumstances. Its
potential is realized in simplicity and an ability to
empower teachers and parents to use what they
already know in ways that are subtle yet significantly
different than their typical approaches. It makes a
difference by emancipating youth from the shackles
of their circumstances, unlocking the power of intrinsic motivation to start them on a path that helps
them assume control of their own lives.
One way to start, for example, is to ask young
people what they want-and what they don't
want-out of life. Their answers vary, but the ability to
control their own lives, to make their own decisions,
usually emerges. Young people respond to discussions about being judged unfairly by someone outside. As educators and parents, we may help them
explore strategies for being respected for who they
are. The ultimate point is to help young people begin
to respect themselves not by things beyond their
control, but instead by what they say, do and
believe. What would be more admirable: a person
with great wealth and power or a person who could
honestly say that s/he had always done what s/he
felt was right, even in the face of adversity. As youth
leaders, we can help students identify the real hero
and find tangible ways to become heroes unto
themselves. We must he lp youth realize that they
cannot control where they were born or what happens to them, but they must learn to control how

Through 19 years as an educator, James L. Kestner has published books and created nationally renowned character-deve lopment programs. He coordinates web-based and alternative
certification programs at Eastern
Illinois University. He is a nationally
recognized character-development expert, performing speaking
engagements, w riting and being
quoted in popular and scholarly
publications, and being interviewed on nationally syndicated
radio programs. He recently
signed on as spokesman for Hey
UGLY (UGLY is an acronym for
Unique Gifted Loveable You), a Chicago-based nonprofit organization formed to build self-esteem in teens (more at heyugly.org).
Kestner and his wife, Tami, have two sons and a daughter.

"You cannot escape the responsibility of tomorrow by evading it today." These words from Abraham Lincoln profile the carrier of an epidemic infecting a generation of America's youth. We used to
joke about the moral decline of "these kids today,"
but the images, sounds and stories of Colorado's
Columbine High School clearly proved the risk in mixing bullying, apathy and low self-esteem: a cocktail
of chaos, violence and death. Suicide pilots on 9/l l
served as catalysts for striking terrorists, but how do
we combat a crisis that threatens homeland villages
and cities, craving character to restore stability and
hope to communities across the country?
I speak to parents and teachers across the country, teach a web-based EIU graduate Building Character in Youth course, and coordinate the CEPS
Alternative Teacher Certification Program. I have
spent 19 years as an educator, from a first-year EIU
graduate teaching high school English to a curriculum writer for Oprah Winfrey and Stedman Graham's
Dynamics of Leadership course at the Kellogg Graduate School of Management. While political leaders
tally test scores, teachers tell horror stories and parents pursue counseling and medication as desperate efforts to control tempestuous children. Two
themes thunder through the clouds: educators feel
powerless to teach curricula to students whose
homes-in poverty and privilege-fail to equip youth
with the basic character they need to function, and
parents profess a lack of knowledge or time to fight
the negative impact of peers and media personalities, instant heroes for a fast-food, broadband world.
A superintendent told me a story about talking
to his faculty during his days as a principal. He set a
flip chart in front of the group and asked the teachers to list all the ways they could think of that stu-
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they react, what they say and do, and how they
conduct themselves.
I teach character development using an analogy of a mountain climber. Teachers and parents
become mentors and guides who prepare youth for
climbing. We help them train and acquire the equipment, skills, strength, endurance and attitude they
will need to succeed. We use our curricula as a
means of presenting students with scenarios in which
they come to recognize their abilities to succeed
and relate the level of success with their own levels
of commitment. The more they commit, the higher
they will be able to climb. Ultimately, we prepare
them for a life time of climbing, seeking summits limited only by their own willingness to pursue them.

a virtual tool kit of rewards and punishments
designed to influence students to do so.
I believe that 21st century challenges, however,
demand a different perspective, and I will use my
experiences coaching coach track and field as an
example. One of the challenges I faced each season was teaching novices to high jump. I would
always ask an experienced member of the team to
demonstrate the high jump to help newcomers see
what they should strive toward. To teach the skill,
though, I would break it down into its components,
coach my athletes through progressive stages of skill
proficiency, then finally put it all back together. With
any luck, by the time my athletes had high jumped
for two or three seasons, they would begin to perform the skill well.
Turning back to developing respect, expecting
young people to succeed through a series of
rewards and punishments, even in the presence of
good role models, is similar to expecting a high
jumper to become proficient by merely watching
someone else perform. We recognize the complexity
of the high jump and break it into components. We
recognize the importance of helping athletes experience success with the components before they perform the entire skill. And we recognize that athletes
will need time before they will become truly proficient. Respect is infinitely more comp lex than the
high jump. So why do we believe our youth will
acquire that skill solely through rewards and punishments? And why do we believe they have the
capacity to make significant progress in very short
periods of time?
Clearly, we need to take a new perspective. By
drawing from our knowledge o f progressive skill
development-which we use every time we develop
our curriculum-and structuring opportunities for
youth to experience the success that comes with
practice, we may begin to break down the barriers
that have prevented us from reaching them through
traditional methods. As youth experience success,
they develop respect for themselves, a respect that
comes from a recognition that their own efforts have
led them to accomplish things that can never be
taken away. What I describe is the process behind
intrinsic motivation. Once we unlock it, we open our
students to new doors of opportunity in their lives.
Unlock enough doors, and we bring sunshine and
fresh hope to the future of America.

James Kestner conducting one of his workshops.
Many educators believe they have attempted
this approach, but remain frustrated. What makes
the approach I advocate different is two important
concepts. First, I believe we must look at desirable
student behaviors with a new perspective. Typically,
we see respect, which we will use as an example
behavior, as a characteristic. Students either respect
others or they do not. Good teachers and parents
use positive reinforcement to encourage youth to
choose to display respect appropriately and possess

I am Jinn in my 6efiej that a teacher fives on and on tfirougfi liis students.

(jood teacliing is forever and the teacher is immortal
- Jesse Stuart
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Corey H.: A Landmark Case for
Education in Illinois
Melissa Avey, Ellen Miller, and James C. Moses

Melissa Avey co m p leted her
und e rg rad ua t e wo rk in Spec ia l
Education at Abilene Christia n University in Abilene, Texas, in 1998.
She comp leted her Master of Arts
In Sc hool Administrati o n at Lewis
Unive rsity, Ro meovill e, Illino is, in
2003. Melissa has been teaching a
junior hig h Specia l Educ ation c lass
for the past severa l years in Community Unit Distric t 203, Naperville,
Illinois.

Ellen Miller received her Bachelo r's degree in Mathema tics from
Westminster Col lege in Salt Lake
City, Utah. She earned her Master
o f Arts in Sp ecial Ed ucati on from
Lew is University, Romeoville, Illinois,
in 2003 . Ell e n is e mpl oyed as a
Sp ecial Educ ati on teache r in the
Lin co ln w a y Sp ec ia l Edu ca ti o n
Coope ra ti ve Distri c t 843 in New
Lenox, Illinois.

James C. Moses, Ph .D., graduated fro m Loyo la Uni ve rsity of
Chicago with Masters and Doctora l degrees. He has served as high
school English teac her, Dean, Princ ipa l, and Superinte ndent in th e
Cath olic school systems of Northe rn Illin o is. Dr. Moses se rved as
c h a ir of th e Edu ca ti o n Department a nd Certifi c ation O fficer a t
Lewis University. He is a Professor in
the College of Education at Lewis
University and c hair of the Department of Ed ucationa l Leadership.

ABSTRACT

THE DECISION

In "Co rey H.: a Landmark Case for Education in
Illinois." the autho rs examine the impact of the special education c lass a ction suit against the Chicago
Board of Educ a t io n and the Illino is State Board of
Educ ation. A federal judge fo und the Chicago Public Sc hools and the State Board of Education remiss
for the widespread incorrect placement of children
w ith d isabilities in Distric t 299. The authors provide
background information o n the meaning and intent
of the "Least Restrictive Environment" requirement of
Public Law 94-142; they examine the pre-trial motions
and studies which led up to the adverse judgement
against the educational agencies; and they explore
the impa c t of the trial ' s consent decree on the
pre paration and certification of special education
teac hers in the state of Illinois, The authors add a sectio n o n the educational politics of Illinois and on the
impact of the peculiar political realities of this state
on the quality of educ ation .

On June 20. 2002. the United States Court of
Appeals for the Seventh Circuit issued this terse order:
On consideration of the petition for rehearing
en bane filed by c ounsel for the Applicants
for Intervention/ Appellants Reid, et al., on
May 28, 2002, all members of the original
panel voted to DENY rehearing . (Corey H, et
al v, Board of Education of the City of Chicago, et al.)
With this brief thirty-two word decision, the Seventh Circuit brought to a conclusion the twelve year
case filed in 1991 on behalf of the anonymous student, Corey H. , by Designs for Change, a Chicago
educational advocacy group. Equivalently, by
denying rehearing, the Appellate Court upheld the
decisions of Federal District Judge Robert Gettleman,
who found both the Chicago Board of Education
and the Illinois State Board of Education remiss in fulfilling the requirements of the Individuals with Disabilities Education Act of 1990, by failing to place Corey
H. and his fellow students in Chicago in the proper
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2/
3/
4/
5/

access to the least restrictive environment
an individualized educational plan (IEP)
appropriate periodic evaluations
parent and student participation in
decision making, and
6/ procedural safeguards.

Least Restrictive Environment. Gettleman's consent
decree had envisioned a new way of educating
teachers to work with children with disabilities so that
the youngsters could be "included" with their peers
in the regular classroom as much as possible. (Corey
H. at al v. Chicago Board of Education et al.
995F.Supp900).
One month later, on July 19, 2002, the Illinois
State Legislature defied the court by enacting Senate Bill 1777, which re-authorized the old system of
educating and certifying special education teachers
"categorically," that is, according to the students '
category of disability, for example, Learning Disabilities, Social Emotional Disorders, or Educable Mentally
Handicapped. According to analysts, the Legislature
acted under pressure by the Illinois Education Association, the state's largest teacher union, who feared a
mass exodus of special education teachers from the
system, and by the Learning Disabilities Association of
Illinois, an advocacy group which insists on training
teachers to meet the specific disabilities of the children. (Governor signs, 2002).
How could this happen? How could a case ,
which started off as a Least Restrictive Environment
case, wind up changing the whole state certification
system for special education teachers and nearly
precipitating a constitutional crisis, pitting the federal
judiciary against the Illinois State Legislature? Finding
an answer to this question requires some history
about special education over the past twenty eight
years, and some insight into the peculiar brand of
educational politics which operates in the Land of
Lincoln .

A "free appropriate public education" may be
defined as special education and related servic es
that have been provided at public expense and
under public supervision and direction without
charge, meet the standards of the state education
agency, include an appropriate pre-school, elementary, and secondary education in the state involved,
and are provided in conformity with the Individual
Educational Plan. This was the comprehensive definition accepted by Judge Gettleman in the Corey H.
Case . (Corey H. v . Board) According to the Chicago
Board of Education, each child's IEP is developed
only after the child has gone through a process of
evaluation. This evaluation includes testing the child
both informally (through observation) and formally
(by standardized testing .) There are currently thirteen
categories of disability accepted in Illinois: Autism,
deafness, hearing impairment, multiple disabilities,
other health impairment, traumatic brain injury, visual
impairment, deaf-blindness, emotional disturbance,
mental retardation, orthopedic impairment, specific
learning disability, and speech or language impairment. (Smith, p .7)
An Individual Educational Plan is a written statement which is uniquely designed for each child with
a disability. The plan describes the special education
and related services which are to be provided for the
child, and the extent to which the child will participate in the regular education program open to all
the children in the school. The Individuals with Disabilities Act, as re-authorized in 1997, prescribes that
the Individual Education Plan is to be implemented in
such a way that, to the maximum extent possible,
children with disabilities are educated together with
their non-disabled peers. For jumbo urban school districts, this is the most challenging requirement of the
Act, trying to provide for the educational needs of
several thousand children with a wide variety of disa bi Iiti es, and meeting the requirement that the
youngsters be integrated into the life of the so-called
regular students as much as possible. The contention
of the plaintiffs in the Corey H. case was that the
Chicago Board of Education had failed to meet this
mandate of the federal law.

HISTORY
Until 1975 and the passage of the Education of
all the Handicapped Act, the one hundred and forty
second law passed by the ninety fourth congress,
students with special needs were not adequately
educated in the public schools of America. This was
the finding of several c ourt cases, prominently
among them the case brought ( 1971 )by the Pennsylvania Association for Retarded Children, PARC v.
Pennsylvania. After the passage of Public Law 94-142
and several more court cases, schools began allowing children with special needs full access to their
academic programs. While allowing the children in
has not resulted in the ideal placements, much has
improved over the years. The concept of Least
Restrictive Environment (LRE) first enacted by the
Education for All the Handicapped Act, became
effective on October 1, 1977. Since then it has gone
through many revisions, was renamed the Individuals
with Disabilties Act in 1990, and has been re-authorized in 1997 and 2002 .
The Individuals with Disabilities Act guarantees six
fundamental principles; all children with disabilities in
America have the right to:

ENTER COREY H.
The Corey H. case began in 1991 when Designs
for Change, a school research and advocacy group
in Chic ago, asserted that the Chicago Public Schools
were illegally segregating c hildren with disabilities.
The Designs leadership c laimed that Chicago 's prac tices were in direct violation of the Individuals With
Disabilities Act of 1990, specifica lly its requirement

1/ a free appropriate public education
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schools, as well as reforms of the education of spec ial educators and regular educators throughout the
State of Illinois.
Among specific proposals agreed to by the plaintiffs
and the Board of Education were:

that children with disabilities must be educated in the
"least restrictive environment ." The Act demands
that, unless the child was unable to make academic
progress despite extra supports, he/she is to be
placed and served in the regular school and in regular classrooms.
In May of 1992, Designs for Change and the
Northwestern University Law Center filed the lawsuit
on behalf of fifty-three thousand children with disabilities in the Chicago Public Schools. The charges were
filed against the Chicago Board of Education due to
the many disabled students who were placed in separate c lassrooms and schools, even though, it was
asserted, these children could have succeeded with
appropriate supports in the general education classrooms. The Illinois State Board of Education was
charged with failure to meet its statuatory responsibility to monitor and ensure the compl iance of th e
Chicago School District with the mandates of the
Individuals with Disabilities Education Act.
The action continued in February of 1993 when
the United States District Court granted a motion to
certify the lawsuit as a class-action suit. Later in 1993
the plaintiffs suggested that the parties use a panel
of "Joint Experts" to investigate the plaintiff's claims.
This suggestion was accepted as a workable solution
to avoid a protracted court case in which experts
battled against each other. The Joint Experts investigation took place during the last six months of 1994.
Fifty-five schools were chosen at random, and the
research team conducted file reviews from a random sample of student files. In addition, the team
interviewed school administrators, parents, special
educators, related service staff, and regular classroom teachers. The researchers utilized a four step
analysis process which produced a set of consistent
themes and patterns across the schools. The Joint
Experts reported their conclusions at trial : the Chicago Public School specia l education program was in
violation of the Least Restrictive Environment requirement of the federal law.
In August of 1997 the Corey H. court reac hed a
tentative settlement with the new Chicago School
Reform Board, and a new program, the Education
Connections program, was agreed to by Mayor
Daley and School CEO Paul Vallas. The goal of the
program was to help the Chicago schools come into
compliance with the federal mandates. The Illinois
State Board of Education, however, did not settle
and opted for a trial, which began before Judge
Robert Gettleman in the Fall of 1997. The contentious
trial, which featured testimony by the State Superintendent and inteNentions by the Governor, resu lted
in a February, 1998, decision by Judge Gettleman
against the State Board of Education. The court
found the State Board of Education had failed in its
duty to ensure that the Chicago School District was in
compliance with federal law. It was not until March
of 1999 that the court accepted the State Board of
Education plan which resulted in the settlement of
the case. The settlement included plans for closer
supervision of the Chicago Board of Education

a requirement that the Chicago Board of
Education carry out a school-by-school
restructuring process to implement the Least
Restrictive Environment mandate, through
what became known as the "Education
Connection" program;
a requirement that the Chicago Board provide sufficient staff to provide students with
disabilities an appropriate education in the
Least Restrictive Environment; and
a provision for a court-appointed monitor to
collect information about the progress of the
agreement and to take reasonable steps to
insure the completion of the process.
(Saltman and Moore, 2002).
In 2000 the Illinois State Board of Education
teams visited twenty-five schools, and their plan
ca lled for fifty Chicago schools to be visited each
year for the following six years, in order to determine
the level of comp liance with the Least Restrictive
Environment mandate. The State promised to provide funding for the schools to develop and implement plans for remedying deficiencies in the Least
Restrictive Mandate . Unfortunately, progress is
behind schedule. The State Board delayed approving fifty schools' plans, then approved them all in
one day. Court monitors overseeing the Education
Connections schools have been accused of being
inconsistent in judging school improvement plans .
Some schools have given up on re-applying for grant
money due to frustration when re-written plans are
rejected. In January of 2006 the federal court will rule
on whether the Chicago Board of Education has fulfilled its part of the agreement. Future penalties for
non-compliance are not known at this time.
STATE WIDE EFFECTS
One of the results of the Corey H. decision is that
a new system of special education certification has
been mandated for Illinois. Instead of a categorical
certificate, for example, Learning Disabilities or Social
Emotional Disorders, special educators are being reengineered into cross-categorical credentialing as
Learning Behavior Specialist (LBS I). ' Learning Behavior Specialists will seNice students with all disabilities
with the exception of visual , hearing , and
speech/language impairments. (Some wags contend the new designation should be Learn ing
Behavior "Generalist" since the new system envisions
students with many different disabilities in the same

ll

Judge Gettleman. Opponents of the Corey H. agreement have targeted the Illinois General Assembly,
seeking legislation to prohibit the Illinois State Board
of Education from mandating any special educator
preparation system which is not based on the prior
list of particular disabilities. Stoltman and Moore
(2003) report that proponents of this legislation argue
that students with disabilities are best served by
experts trained to deal with their particular disability,
and the the newly-adopted State Board of Education system would reduce the quality of educational
opportunity offered to these students by leaving the
education to unprepared "generalists. ,, Other
groups, such as the Illinois Education Association, the
Illinois Council for Exceptional Children, and the
Learning Disabilities Association of Illinois have also
voiced their opposition to the new cross-categorical
certification system . Some special educators have
claimed that it is not possible for one individual
teacher to learn and exercise al l the knowledges
and skills required to treat all those categories and to
do it well. (Hannigan, 2000). Bev Johns, head of the
Illinois Special Education Coalition, said, "We strongly
believe that a basic right of students is to be taught
by a teacher trained to teach those students, and a
basic right of teachers is to be trained in the specific
disability of each student. To expect a learning disabilities teacher to also be required to teach students
with mental retardation and severe behavior and
emotional disorders .. .will benefit no student, no parent, and no teacher. " (Banchero) Eventually, over
continued Design for Change opposition, the Illinois
House and Senate passed a non-binding resolution
urging the State Board of Education not to implement any new teacher certification program before
the General Assembly had an opportunity to examine the issue through public hearings. (Soltman) However, the U. S. Court of Appeals for the Seventh District has recently upheld the rulings of Judge Gettlemen in the Corey H. case. As cited above, on June
20, 2002, the Seventh Circuit issued an opinion in the
Reid L. case, denying the motions to intervene and
the motion for a preliminary injunc tion. (ISBE, 2002)
The Reid L. party was looking to intervene in the
Corey H. case and sought a preliminary injunction to
prohibit the State Board of Education from implementing the transition rules for a cross-categorical
system of special education certification. The Seventh Circuit rejected the standing of the Reid L.
teachers, denying the claim that the Corey H.
agreement had invaded some legally protected
right of the teachers.
The new rules now in effect through the State
Board of Education are intended for all teachers in
Illinois. The standards include the Illinois Professional
Teaching standards as well as the language arts and
technology standards for all teacher applicants.
Included in the Professional Teaching Standards are
special education standards for all teachers, both
special education candidates and "regular education " applicants. The standards include a number of
indicators relevant to teachers' skills in responding to

classroom.) The LBS I endorsement will be limited or
unlimited depending on the teacher's current
endorsements. For example, teachers who currently
hold at least two credentials, i.e., LO or SEO and one
credential in Mental Retardation, will be issued the
unlimited LBS I endorsement. Teachers who do not
have the breadth of endorsements envisioned will be
given a LBS I limited certification .
Another result of the Corey H. suit is that colleges
and universities have had to redesign their teacher
preparation programs to be in line with the new LBS I
system . The State Board of Education recognition of
teacher preparation programs will be based on the
institutions' conformance to the revised special education standards, and standards based assessments
were scheduled to go into effect in July of 2002.
Amendments have also been made in the
process of professional development for teachers, as
well as changes in the certificate renewal requirement. Special education teachers must complete
fifty per cent of their continuing professional development credits in the area of special education, if
they are using the CPDU or CEU units in their plan.
(They are exempt from the fifty per cent requirement
if they are in graduate school, for example, working
on an administrative certificate or a counselor certificate.) Their renewal plans must emphasize adapting
and modifying curriculum to meet the needs of children with disabilities. Teachers with the limited LBS I
endorsement will have to address disabilities other
than the ones for which they hold prior endorsement.
(ISBE, 2001).
The Corey H. agreements affect regular classroom teachers as well, who are using the CPDU or
CEU system in their professional development plans.
They must devote at least twenty per cent of their
professional development to activities which will
help them to serve students with disabilities in the
Least Restrictive Environment. The evidence of completion must indicate how the activity will help the
teacher meet the needs of students with disabilities.
Some portion of at least one activity must address
the adapting and modifying of the curriculum relevant to the Illinois Learning Standards to meet the
needs of the children receiving special education
services.
It would seem plain from these examples that
Corey H. is the most influential educational case ever
to be tried in Illinois. Every educator in the state has
experienced the scope of the decision, including all
the pre-school through grade-12 teachers and
administrators and all the college professors involved
in teacher education at fifty five institutions At least
one hundred thousand Illinois teachers are re-tooling
their professional development plans and certificate
renewal applications to conform to the new guidelines.
CURRENT SITUATION
There are still educators, parents, and advocates
in Illinois who oppose the changes mandated by
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the varying learning styles and learning needs of all
students. These standards now form the basis for the
Assessment of Professional Teaching (APT) test, a
standardized test which was implemented on October 1, 2003. Successful passage of the APT examination is a requirement for certification for all teaching
candidates in Illinois. (ISBE, 2003) .
The publication and implementation of the new
certification system rules would seem to indicate that
the Corey H. agreement is now clearly institutionalized in the state. Such a sanguine conclusion disappears when one turns to the staple of life in Illinois:
politics.

contract to a vendor for school repairs with no competitive bidding at all. (Martinez, 1997).
Mayor Daley seized upon the wide new powers
to overturn the previous School Board, appointed a
new Reform Board, and hired political operative Paul
Vallas not as superintendent of schools but as "Chief
Executive Officer" for the Reform Board of Education. Daley and Vallas embarked on a tremendous
PR campaign to convince the public that their
administration was doing a better job at educating
the kids than the former school board, and when the
students' test scores in 1996 went up slightly, they
proclaimed "the Chicago miracle." The Chicago
rhetoric was so effective that it even bamboozled
President Clinton, who referred to "the Chicago miracle" in his second inaugural speech. (Critics pointed
out that the slight 1996 increase in Chicago pupil test
scores was merely a statistical blip, and as predicted,
the scores went back down in the ensuing years.)
The problem with the Chicago School Reform
Act of 1995 is that is muddied the constitutional
waters even worse than before. Since the Legislature
had given Chicago's Mayor extraordinary powers
over the schools, what was the role, if any, of the Illinois State Board of Education over the schools and
teachers in District 299? In fact, in the Corey H. pretrial arguments, the Illinois State Board of Education
could have contended that it did not have the same
obligations over Chicago as it did over the rest of the
state because of the "home rule " Chicago School
Reform Act of 1995. Judge Gettleman, in any case,
ruled against the Illinois State Board of Education, citing the Constitution of the State of Illinois, which in
1970 created the State Board of Education and
made it responsible for an efficient system of high
quality public schools all across the Land of Lincolnno exceptions are envisioned in the Constitution of
the State. And since the Illinois State Board of Education had failed in its responsibility of overseeing the
implementation of IDEA in Chicago, it too was
declared remiss .

POLITICS
There seems to be a consensus that the handling
of the Corey H. case by the Chicago Board of Education revealed an astute understanding of federal
court politics by the Daley administration and the
Board of Education team led by Paul Vallas. In a deft
move in the pre-trial hearings, the Chicago Board of
Education essentially admitted its guilt and engaged
Judge Gettleman in discussions aimed at making the
situation right. The Illinois State Board of Education,
on the contrary, refused to admit its mistakes, and
when Judge Gettleman ruled in favor of Corey H., he
turned his attention to the State Board of Education
and demanded that the Board change its way of
doing business in the training of not only special education teachers, but of all teachers.
How is this a constitutional issue? First, the Tenth
Amendment of the Federal Constitution, adopted in
1791 , provides that the individual states are the locus
of primary power over education (this by default
since the Federal Constitution does not take education as its role, education is by "residual " or "implied"
power a primary function of the state.) This is where
the Illinois Legislature has chosen to dig in its heels in
Senate Bill 1777-essentially the lawmakers are saying, we have the plenipotentiary power over education in Illinois, how does this federal judge get off
making laws for the schools in the State of Illinois. Or
to put it another way, since Corey H. and his fellow
students sued the Chicago Board of Education, how
can Judge Gettleman's consent decree change
educational policy of Springfield, East St. Louis, and
Romeoville? One state legislator, who remains
anonymous for obvious reasons, dubbed Senate Bill
1777 "a spite bill." (Anonymous).
Second, there is the enormously complicating
factor of the Chicago School Reform Act of 1995.
This astonishing statute delegated from the State
Legislature to the Mayor of the City of Chicago
extraordinary and unprecedented power over the
schools in District 299. Chicago was exempted from
many of the so called "red tape" laws which bound
all the other schools in the State. How much of a difference did these new powers make? Just to give
one example, while the other school districts in the
State must take sealed bids for any project over
S10,000.00, Chicago awarded a several billion dollar

DENOUMENT
It would seem that the implications of the Corey

J::i case for Illinois education are just beginning. For
one thing, the consent decree of Judge Gettleman
continues with the monitoring of the Education Connections program at least until 2005, and there are
indications that this deadline may be extended.
Add the new obligations imposed on the schools by
the No Child Left Behind Act of 2001, and it appears
that Uncle Sam's inquisitive spotlight will continue to
shine on the Chicago schools for some time to come,
as well on all the other schools in the state.
The Il linois po litical situation is another matter
entirely, and the consequences for the schools are
most serious. The situation in Springfield has deteriorated very rapidly, with the State government facing
a four or five billion dollar deficit as Governor Blagojevich took office in 2003. Budget cuts have drastically affected the capability of the Illinois State Board of
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HOW COULD THIS HAPPEN?
We began this inquiry by asking the question,
how could a least restrictive environment case wind
up in a constitutional crisis? The fact is that the Corey
.ti case has not only revealed the scandal of underserved children, it has uncovered long-festering
weaknesses in the Illinois system of educational
accountability. The situation calls for decisive and
enlightened leadership in Springfield at a time when
that brand of leadership seems to be in short supply.
Many of the State Board of Education officials who
were close to this case have been taking early retirement or seeking transfer to other agencies, and there
are a lot of very unhappy campers among the
teacher corps state wide, particularly among the
special education community. As yet, however, the
predicted mass exodus of special educators from the
education field has not materialized.
The results of Corey H. will be felt for decades in
Illinois, and the schools are suffering from the instability and uncertainty emanating from the seat of
power. At this juncture Mayor Daley's tack seems to
be paying off: work with the federal courts to oversee the gradual improvement process in the serving
of children with disabilities and their integration into
an improved regular classroom.
Corey H. and his classmates are out of school
now, they have moved on, but the effects of the
Corey H. c ase will go on into the indefinite future .
Corey H. is indeed, for Illinois if not for the nation, a
landmark case.
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Abstract

effects of lowering of costs in the production of the
educational good. Indeed, Harvard University has
recently recognized that their structures of low-cost
faculty-student exchanges in their undergraduate
program placed at peril high quality production of
the educational good (Bartlett, 2004). To co unter
the effects of a twenty-five year trend in lowering
information costs, Harvard University is considering
the re-designing of their curriculum in o rder to elevate the transaction costs between faculty and
undergraduates, reducing class sizes, offering seminars, and generally making professors (and their vast
knowledge) more accessible to students.
What typically occurs is that the expanding institution shifts agenda, rules, and property rights away
from the individual person (whether consumer or producer of a good) and directs and universalizes these
toward the collective or group. The shift by the institution is often incremental over time and gradually
biases information that is universal in nature, typically
consensus-building information stripped of any information that is controversial or runs counter to an institution 's narrowing orthodoxy, becoming a ' new
essentialism.' The universal is biased relative to particularist information originating from the needs,
desires, or talents of individual human beings .
Hence, in order to manage the chaos of the innumerable and competing preferences of individual
human beings, expanding institutions will necessarily
lower costs on the production of goods. Sociologist
George Ritzer (2004) has termed this phenomenon
'the McDonaldization of Society ': an effort to produce the unbalanced virtues of efficiency, calculability, predictability, and control within institutions.
In the production of manufactured goods, for
example, the lowering of costs to information often
advantages the individual consumer. But when the
good being produced is a 'healthy', 'rehabilitated ',
or 'whole ' and 'educated' human being, the lowering of production costs during ,institutional expansion
carries with it tradeoffs often too steep to satisfy the
traditional meanings of these terms. The tec hnical
model of production requires either a linguistic shift in

Expanding institutions require an incremental lowering of production costs on system-dependent information . Within the institution of education, the lowering of production costs on teacher/school
exchanges with student /family leads to a "technical
model " and carries with it certa in tradeoffs that necessarily affect the education of students. The central
effect is a dissipation of information within education
itself which collectivizes individual values and preferences. At base, this effect places in jeopardy high
quality education and individual liberty.

Introduction

Expanding institutions require an incremental
lowering of production costs on system-dependent
information. This phenomenon (or law) holds within
nearly any institution whatever. Consider health care
in the last fifty years. Contrast the cost of information
from the family physician with that of a Health Maintenance Organization (HMO) . Traditionally the family
physician spends more time with, hence provides a
deeper level of information for, a patient than the
highly efficient, lower cost physician associated with
an HMO. Or consider the expansion of prisons as an
institution of justice; over time as rules have evolved
(e .g., three strikes la ws, get tough on prisoner
approaches), expansion has pressed the need to
lower costs and contributed to a shifting equilibrium
between high cost rehabilitation goals and the lower
cost warehousing of prisoners.
Consider also the costs to information in a high
school of 5,000 students versus the costs emerging
from a high school where enrollment is capped at
500 students (Toch, 2003); or in a state university (say
UCLA) versus a liberal arts college less than one tenth
the size (say Pomona College). Larger class sizes,
anonymity and voicelessness, and increased competition for scarce resources (e.g., the time and talents of teachers or professors) are only a few of the
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of the nuances of individual human growth. This is
one chief reason why in the technical model certain
dimensions of curricula such as music, the fine arts,
and modern languages, are most vulnerable to the
educationists knife: it is methodologically difficult to
'measure' their sanctifying benefits.
At any given time, there is less room in education
for particular information; it creates a barrier to
growth and cannot be allowed to replicate. In
effect, a highly personal, but less predictable, I-Thou
set of social relations is replaced with a highly impersonal, but more predictable, I-It set of relations
(Buber, 1921). In the former, the 'thou' that the 'I'
comes into relation with is regarded as an inherently
unique being; viewed as someone beyond objectification, or predictable product of social or economic
forces (Hayek, 1952). Multifaceted, intricate, and
rich social relations-the many and varied relations
of daily life-tend to occur in environments where
particularistic information is legitimated, especially
within the framework of institutions such as education
(North, 1990); information that reflects the inherent
ontological complexity of human reality (Dewey,
1938). However, sets of impersonal relations tend to
bear tradeoffs that emerge among individuals,
between individuals and institutions, and within culture generally; tradeoffs that tend to reduce the
other person(s) to instrumental value within a production function. Person A views person B (and the
collective view the individual) as an object; one that
has been determined by or is a mere effect of social
or economic forces. The 'other' is subsumed into an
objectification of value, becoming an 'it'. The critical issue is that change in the information base of
the system causes qualitative, depersonalized
changes in the education good and in the behavior
and outlook of the agents.
A set of basic elements exists by which to examine this issue . Institutions are composed of persons.
Between persons sets of relations obtain. These relations take on the form of phenomena (physical) and
noumena (non-physical). In the technical model,
however, the set of relations recognized is principally
phenomenal; an epistemological commitment to
view the other in physicalist terms, as material beings
and as a means capable of maximizing one's own
material aims. Here, our doxastic practices are
empirically, physical-sensory driven. At the phenomenological level of relations, the payoff in decision
making and action for person A is one of stability (or
advance) and usually lies in the predictability of and
adherence to universalist information derived from
the technical schema; so too for persons B-Z. For
example, the payoff for a teacher (say salary
advances) and student (say educational attainment) in this model lead to a cooperative solution to
exchange; one based upon making rationality (and
the other person and his or her choices) purely instrumental. Here, cooperation requires the objectification of other persons (game players) and becomes
manifest in position and strategy within the 'game' of
education.

the meanings of these terms, or they are altogether
marginalized as criteria in the production of the
good. In either case, the effect leads to a fragmentation in the production of human goods such as liberally educated, well-rounded, and whole human
beings. Enter education as an institution and the
ontological problem relative to low-cost exchange.
Information and Educational Exchange in the
Technical Model of Production

The effect of expansion on production and information is particularly noticeable within the institution
of education. In the public schools over the last century, expansion has permitted near universal access
to schools. The lowering of the production costs of
information, the implementation of a technical
model, the rise of philosophical pragmatism in decision making and leadership training, and centralization trends in education as an institution helped to
foster increased trade (attainment). While acrossthe-board attainment of education has increased,
as well as gains made in efficiency, this has resulted
in a cost to human relations and triggered increasing
social inequalities (Rodriguez, 1999; Rodriguez,
Loomis, and Weeres, forthcoming).
The technical model of production has resulted
in the advance of standardized, universal information. Yet, significant losses of local, particular information have been the tradeoff. Said more specifically, the technical model has been misapplied to
the complex and dialogical nature of education. In
its matrices and methodologies, the model emphasizes instrumental forms of rationality thereby deducing the ingredients to human action narrowly. Such
conceptions of rationality have had corresponding
effects upon human relations. The loss of complexity
tends to parallel the advance of standardized information and practices inherent to the technical
model. John Dewey, a preeminent proponent of the
technical model, was yet schizophrenic in his view:
wanting on the one hand to retain for children high
cost (high quality) aims of education and, on the
other hand, wedding these to lower cost means of
production. Dewey (l 938) sought a solution through
social science methodology; a process that seeks to
establish a system of causal relations, and the solving
of educational problems, principally on the basis of
changes in the rules of procedure within the technical model of production: "The other alternative (in
the production of education) is systematic utilization
of scientific method as the pattern and ideal of intelligent exploration and exploitation of the potentialities inherent in experience" (p. 86). 'Growth'
becomes the operational criterion; though in the
technical model, growth of the sort that can be
measured in low-cost, usually quantifiable ways.
Within this model, growth can never mean the development of a 'whole' person for two reasons : (i) the
technical model superimposes ontologically narrow
and rationally restrictive meanings of 'person'; and
(ii) the cost (time, etc.) is simply too high to assess all
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The thing we know for sure is that there exist in
relations between people in the real world much
more complex exchanges of information. In social
reality, the complex bonds of human relations
involve numerous sets of individual values, personal
preferences, communication aims, personal histories,
perhaps a set of prior relations between them, sets of
relations with others, internal psychological states,
external manifestations of self, philosophical worldviews, and a whole host of noumena that comprise
who they are and that necessarily affect their
exchange. The acknowledgement, understanding,
and adherence to this complex exchange, which is
to say everything that humans do in the social
sphere (including education), promotes the /-Thou
production model of relations where each individual
is viewed with inherent, intrinsic worth. The quality of
the exchange is dynamic, not static. Schemes of
social science assessment are capable of providing
valuable insight in fractions of human exchanges;
but humility is the first virtue in the acknowledgment
that such methods are incapable of revealing the
comprehensive nature of human exchanges in educational production.

which put men at odds and tempt them to exploit
social and natural circumstances to their own
advantage. In order to do this I assume that parties
are situated behind a 'veil of ignorance "' (p. 36) .
The nullification of the particular ('specific contingencies') is a necessary condition for the evolutionary advance of the universal; necessary before the
political process can mediate tradeoffs . The
abstracting out of particularist information, for example, through the imposition of standardized curricula
and low cost assessment devices, attempts to
resolve the tension between the individual and collective in an environment of scarce resources. Yet, it
remains clear that biasing the universal transmits
costs onto the particular which, in turn, fosters the
expansion of trade within institutions and necessarily
changes an institution's rules, incentives, policies,
and property rights, moving these incrementally
away from the individual and toward the collective.
The new rules, for example, impose externalities on
the old rules and require (voluntary or coercive)
reform and adherence; they attempt to deliver ' a
unique evolutionarily stable equilibrium' (Skyrms,
1996, p. l l ). As presently conceived, game theory
as construed by Nash, Rawls or others, and other
social models of equilibrium or planning, may work
within expanding institutions, but the cost to liberty
and the ethical framework relative to the individual
remains quite high.
We have argued that the expansion of the institution of education requires a lowering of production
costs on information, often in the form of standardization of inputs and outcomes, and likewise requires
the marginalization or elimination of high cost information. Inasmuch as information is produced
through sets of human relations (say teacher-student
exchanges), these relations must conform to low cost
production activity. Hence, as institutional rules bias
universal information, people operating within institutions tend to evolve in their relations toward a low
cost, universalist I-It path dependency. They often
do so voluntarily. Yet this biasing of information
toward the universal carries significant implications
for human relations within the institution of education
and society at-large. Perhaps most significantly is the
high cost placed upon high quality, I-Thou human
relations. High cost quality exchanges are subsumed
into a different agenda operating within different
game theoretic matrices and institutional incentives
and agenda resulting in a re-altering (and reduc tionism) of education goods in lower and higher forms of
education. What results is that Deweyan ends (high
cost quality exchanges) are forced to cohere with,
and therefore are assimilated by, Deweyan means
(a technical realignment of production). This realteration of the good by expanding institutions is necessarily influenced by low cost environments of scarce
resources, and may be considered to be a law of
diminishing returns; or, as literary critic, C. S. Lewis
(l 947), put the matter, a process which ultimately
lends itself toward the abolishment of man.

Educational Property Rights as a 'Game'

This seems to be the ontological problem for the
technical model, one that Hayek and Polanyi (l 958)
appeared to recognize: namely, the model has too
quickly and too comprehensively been applied to
the entire set of human relations, simple and complex. The technical model fails to capture what it is
that is most human: all the existential nuances of individuality and its value in the social sphere. The ontological problem in turn leads to a logical challenge
for the technical functions of expansion such as in
the game theoretic framework: a category mistake
in the application of the technical model which
attempts to arrogate, encompass, or simplify the
whole of human activity and choice. As Hayek
(l 952) correctly suggested, it is a fallac y of misplaced concreteness; suggesting that epistemic warrant is obtained through the unqualified imposition of
technically orien ted presuppositions, assumptions,
and conditions. That in order to successfully regulate
relations between the individual and group, it seems
to require the stripping away of information considered to be too personal, too costly to maintain, and
re-classifies these as extraneous. But it is often the
'extraneous' information (the particular) that is most
valuable in understanding a set of relations between
persons, or between persons and institutions, or
between persons and spheres (e.g., social or moral).
In order to position persons (players) equally, in
order to promote the universal, bias collective information, and strive toward an equilibrium between
the individual against the collective in the division of
scarce resources, political philosopher John Rawls
(l 97 l) c reated a 'vei l of ignorance' by which to
achieve an original position in the game: "Somehow
we must nullify the effects of specific contingencies

17

apparatuses of the institution . Within the institution
itself internal reforms brought about by leadership
might include decentralizing decision making to
local units, re-empower local principals, partner with
individual teachers, parents, and community members (e.g., civic groups, religious organizations, and
media) to develop localized models of governance
and curricula. In other words, a return to the management of virtue model of leadership (Tyack and
Hansot, 1982) is one possible model to help resolve
the present dissipation of information within the institution of education .

Conclusion

As with other human institutions (health care, justice systems, etc.), expansion, bureaucratic centralization, and an obsession with the technical aspects
of production (e.g., scripted teacher-proof lessons,
low cost assessment strategies, uniformity of curriculum), has altered education as we have known it. Its
present economy of information has shifted the educational good away from producing liberally educated, vocationally competent, relationally caring,
and independent producers of the educational
good in their families, communities, and the nation,
and toward a reductionistic model that narrows the
c urric ulum to core-literacy and numeracy and tends
to produce fine test-takers and institutional rule-followers (robots, if you will) . Yet, as we have shown,
the gains made to the internal efficiency within the
institution through the rational objectification of
teachers and students, comes at a significant cost to
the intricacies of human exchange in educational
processes. So far this tradeoff has resulted in a rising
student disinterest in school-learning, an important
but nominal concern . The more critical concern is
the rising economic inequality between segments of
the population, as well as the diminution of the sense
of 'community' and an ethic of 'care ' in human relations.
There is simply far too much uniformity and centralization at every level of state education. Yet,
there are potential remedies to recalibrate a more
humane institution of education . It is unlikely, however, that any of these remedies, by themselves, ca n
re-alter the progress or logic of expansion. Absent a
truly revolutionary event or series of events, expansion and its effects are nearly irreversible . Still, it is
c lear that when systems of information and decision
making are produced at the lower end of the hierarc hy, or at the margins of production, stakeholders
are much more involved and committed to the production of the good, particularly among families
(Scheneider, Teske, and Marsc hall, 2000).
Each remedy to the ontological problem of lowcost educational exchange has the effect of infusing
diverse kinds and sources of information into the institution . Recently, for example, the Bill and Melinda
Gates Foundation has partnered with several school
districts (e.g., New York City) to develop schools on a
'human scale ', where high schools are intentionally
capped at around 400 students (Toch, 2003). The
operational theory underlying the partnership is that
human beings learn more effectively in smaller,
dynamic communities; that individual values and
preferences are less likely to be altered or infringed
upon. Information flows into and out of a smaller
organizational unit; that there is less likely to be an
absorber of key information-a black hole-in a
small framed local unit of production where transparency reigns.
What remains c lear, however, is that the information problem must be solved by a consistent and
constant infusion of diverse information into the
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CEHS has established eight joint appointment faculty
positions in th e Department of Teacher Education,
with o ne-third assignment to respective departments
in COSM These dual appointment faculty, as well as
several regular COSM faculty and c linica l in-service
teachers form the nucleus of a science educati o n
team. This co re-teaching faculty nu c leus was
c harged with the responsibility to reduce inte r-college barriers (la ck of joint co urse planning) and
develop inquiry based science courses aligned with
professional society standards, e .g. American Association for the Advancement of Science (l 993), These
barriers traditionally represented imped im e nts t o
inter-college co llaboration toward improved in-servi ce professional development and pedagogical
practice.
In the early l 990's, CEHS science co urses were
taught using a combination of adjunct and regular
faculty. Coupled with this practice was evolving
public concern regarding the educational preparation of science teachers for grades PreK-12. Public
perception suggested that teac hers were not sufficiently prepared in the content of many disciplines,
especially science, Since the United States and Ohio
economies are becoming more te c hnologically
based and requiring a steady supply of graduates
trained in the areas of science, newly trained teachers must be well prepared in science content to
encourage young students who m ig ht aspire t o
careers in technology,
CEHS and COSM faculty collaborated through
j o int meetings to redesign the science teacher
preparation programs. This requ ired the development of a new educational curriculum that included
hiring joint appointment fac ulty, It was decided that
both CEHS and COSM would hire science education
faculty and as such, they would hold joint appointments in the Departments of Teacher Education and
Sc ience in COSM . Currently there are eight dual
appointees,
In sum, the following positive benefits resulted
from the creation of the joint-appointed science

Abstract

This paper presents a model for developing collaborative tea c hing between education and science
content departments. Results indicate that joint faculty appointments between academic departments
and education led to developing strong inquiry
based science courses for in-service teachers. Joint
teaching of science courses aligned with a constructivist approach resulted in inquiry-based science
courses taught to teachers. Prelim inary researc h
results indic ate that teacher beliefs and confidence
are impacted in a positive direction after participating in a constructivist standards - based workshop.
Instruction in constru ctivist oriented science courses
impacted teacher confidence, beliefs and
increased their ability to work with students,
Introduction

A number of changes were made in our teacher
preparation program as the state o f Ohio moved
from teac her certification to lice nsure in the Fall of
2002, Specific change occurred in graduate cou rses
as we soug ht to develop science content co urses
that incorporate "best practices" and effective science teaching pedagogy from a constructivist philosophy approach , As defined by McNergney and
He rbert (l 995), constructivism seeks to have teac hers
focus on student-centered learni ng experiences, In
particular, teachers applying constructivism in the
classroom want student to develop thinking skills and
problem-solving ability to make sense of the subject
content, Change is also occurring among science
education fa culty as we move t o more seasoned,
"co nnected" , knowledgeable facilitators of the
simultaneous renewal of the partnership schools in
which we work,
Nowhere is this c hange more visible than in interactions between the College of Science and Mathematics (COSM) and College o f Education and
Human Services (CEHS), Over the last ten years,
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received fund ing for a mult i-dimensional project designed to raise teacher confidence in
science education.

education faculty teac hing in the science program:
• The science content cou rses were redesigned
to provide a constructivist-based approach to
teaching via an inquiry process.

The purpose o f t his study was to investigate the
impact of a constructivist o riented workshop for inse rvice t eachers and determ ining the impact on
their confidence a nd beliefs to teach a science class
with more hands-on activities. Also, the researchers
assessed t he partic ipants' abi li ty to implement a
standards-based curriculum and a lign the curricu lum
w ith natio na l a nd state standards.

• Th e wo rking arrangement between the College of Education and Human Services, and
College of Science a nd Math ematics facul ty
fostered team teaching in the science cou rses.
• The freq u en t exchange of information
be t ween t he C EH S a nd COSM facu lty has
resu lted in the improved understanding of the
two colleges goals for science education. Ultimately, courses are in p lace for better-prepari ng science t eachers and studen t s in t he
schools ultimately benefit from this program.

Integrating Science Standards with Science Content

The State of Ohio ( l 994) requ ires a ll entry level
licensed educat ors to successfu lly pass PRAXIS Il l.
PRAXIS Ill is a performance-based assessment constructed around four domains and nineteen criteria.

• Wright State's science team w rote and

Figure 1: Teacher Performance Assessments: Assessment Criteria
From: Educational Testing Service, (1994).
Domain A - Organizing Content Knowledge for Student
Learning

Domain C - Teaching for Student Learning

A 1: Becoming familiar with relevant aspects of students' background knowledge and experiences

Cl: Making learning goals and instructional procedures
clear to students

A2 : Articulating clear learning goals for the lesson that
are appropriate for the students

C2: Making content comprehensible to students
C3: Encouraging students to extend their thinking

A3: Demonstrating an understanding of the connections between the content that was learned previously,
the current content, and the content that remains to be
learned in the future

C4: Monitoring students' understanding of content
through a variety of means, providing feedback to students to assist learning, and adjusting learning activities
as the situation demands

A4 : Creating or selecting teaching methods, learning
activities, and instructional materials or other resources
that are appropriate for the students and that are
aligned with the goals of the lesson

C5: Using instructional time effectively

A5 : Creating or selecting evaluation strategies that are
appropriate for the students and that are aligned with
the goals of the lesson

Domain B - Creating an Environment for Student
Learning

Domain D - Teac her Professionalism

B1:

Creating a climate that promotes fairness

D 1: Reflecting on the extent to which the learning
goals were met

B2:

Establishing and maintaining rapport with students
D2: Demonstrating a sense of efficacy

B3: Communicating challenging learning expectations
to each student

D3: Bu ilding professional relationships with colleagues
to share teaching insights and to coordinate learning
activities for students

B4: Establishing and maintaining consistent standards
of classroom behavior

D4: Communicating with parents or guardians about
student learning

B5: Making the physical environment as safe and conducive to learning as possible.
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The Praxis Ill criteria, designed to be generic to all
disciplines, can be enhanced by content mandates
from the various learned societies. The science content faculty aligned the four Praxis Ill domains with
science education requirements (see Figure l ). The
National Science Foundation report (l 996) entitled,
"Shaping the Future : New Expectations for all in
Understanding Education in Science, Mathematics,
Engineering and Technology; " provided the following
summations which guided our collaborative work:

talk" (Harland, 2002). This constructivist inquiry-based
workshop framework was based on research from
teaching and learning and provides in-service
teachers the opportunity to:
• develop and construct their own science
knowledge through learning cycles of cooperative inquiry;
• develop in-depth understanding of the content and processes of science and to understand not only the what but also the how and
the why;

• All college science and math programs should
be refocused in order to better educate the 80
percent of students who do not major in the
science discipline.

• develop abilities to scientifically reason and
problem solve;

• All teachers should learn these subjects by
direct experience with the method and
processes of inquiry.

• develop and understand teaching methodologies that aid the development of these abilities;

• All sustained national efforts to improve science and math achievement eventually must
address the quality of teacher education at
the undergraduate level.

• develop an appreciation of the history and
nature of science from social and technological perspectives;
·
• develop content-specific pedagogical knowledge of how children develop conceptual
understanding of specific topics in science;
and

• All teachers, particularly those at the elementary level, should experience teacher preparation that stresses the skills of inquiry and investigation.

• develop abilities to communicate through multiple representations (Basista, Farrell, Mathews,
& Tomlin, 2003)

• All faculty must actively engage in-service
teachers (as well as others) by assisting them to
learn not only science facts, but also the methods and processes of research, what scientists
and engineers do, how to make informed
judgments about technical matters, and how
to communicate and work in teams to solve
complex problems.

Constructivist philosophy integration into science
content requires changes in teacher practice and
more reliance on "hands on science" in the teaching
process.

To assist in-service teachers in developing the
pedagogical skills, curriculum knowledge and attitudes and dispositions necessary to educate all students, university and/or site based courses and partner school learning activities were constructed to
exemplify good science teaching. These courses
demonstrate the content and exemplary pedagogical teaching that recent science education standards state is necessary. Within these classes valuable and practical learning episodes occur to support excellence and equity for pre-college students
(Enocks and Riggs, 1990).
As a result, we have a teacher education science program, which not only integrates science
content congruent with the Ohio State Science
Model (l 994), the National Research Council's
National Science Education Standards (NRC, 1996),
and the American Association for the Advancement
of Science Benchmarks for Science Literacy (AAAS,
1993), but also imparts pedagogical content knowledge specific to individual science disciplines. Moreover, in this study, in-service content teacher understandings were acquired within an active and constructivist inquiry-based framework designed for
teachers to witness science and science education
faculty "walking the walk" and not just "talking the

The Science Mentor Professional Development
Institute (SMPD) was an in-service teacher professional development program and its purposes included:
to improve teachers' conceptual understandings of
national and state standards; to improve teachers'
confidence in their ability to implement standardsbased curriculum through changed pedagogy; and
to change teachers' beliefs, attitudes and values as
they relate to a constructivist/ standards-based classroom environment (Scott, et al, 1992). Twenty-four
science teachers representing grades four to 12, with
a range of teaching experience from two to 20 years
describes the participants. The gender division was
15 women and 9 males. All teachers were licensed
to teach grades four through 12 in public schools of
Ohio.
To analyze the impact of science content taught
to in-service science teachers, two instruments were
administered to measure teacher confidence and
beliefs as they related to a constructivist standardsbased classroom. The Constructivist Learning Environment Survey (CLES), (Taylor and Fraser, 1991) containing six sub-scales and a Teacher Belief Survey (TBS)
(2001) were administered to 24 in service teachers in
a science mentor development program. CLES measures the extent to which a teacher values a "con-

Method
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The Scientific Uncertainty Scale - The purpose of
this scale was: To determine if the teachers perceive
students view scientific knowledge as evolving and
shaped by social and cultural influences.
The Critical Voice Scale - The purpose of this
scale was: To determine if the teachers perceive that
their students view it is legitimate and beneficial to
question the teacher's pedagogical plans?
The Shared Control Scale - The purpose of this
scale was: To determine if the teacher perceived
that their students should design and manage their
own learning activities? Does the teacher perceive
that their students should be determining and applying assessment criteria? Does the teacher perceive
that their students should negotiate the social norms
of the classroom?
The Student Negotiation Scale - The purpose of
this scale was: To determine if the teachers perceive
that their students should be engaged in explaining
and justifying their newly developed ideas to other
students?
The Attitude Scale - The purpose of this scale
was: To determine the extent to which the teacher
perceives students should value the impact of science activities on their interests, enjoyment and
understanding .
Measures for the testing sessions were identical
and administered by the workshop faculty.

structivist" orientation within the school science
learning environment. Only one version of CLHS was
used for securing data. The relationship between
CHES and TBS was obtained through the Wilcoxon
Signed Rank Test of Differences for non-parametric
data (Guilford, 1956).
The signed rank test analyzes statisti c ally a
pretest-post test situation and compares the increases or decreases in matched subjects reoccur after
the group has been exposed to a treatment. In this
study the in-service teachers were tested at the
beginning and end of the four week workshop. The
results indicate impact on teacher beliefs, confidence and ability in teaching science (Hopkins,
1986).
To assess changes over time, repeated measurements were taken at two time intervals: prior to
workshop exposure and immediately after. The
instruments were administered as part of a four week
summer workshop in 2001 to prepare in-service
teachers in a constructivist's mode of science teaching. The content design follows :
• Week One : What is inquiry based science and
how is it aligned with National Science Education Standards (NSES)?
• Week Two: Life Scienc e Standards-Based curriculum
• Week Three: Physical Science standards-based
curriculum
• Week Four: Mentoring Strategies for Professional Teachers

Results
The workshop science content aided in developing teacher confidence. Participants ' responses on
the Teacher Belief Survey indicated that those who
participated in the SMPD program ranked higher in
confidence in several areas. Teachers ' perceptions
illustrated that they felt more capable of managing
a class of students who are using hands-on/manipulative materials and to use cooperative learning
groups (See Table l). Teachers who participated in
the SMPD workshop felt more able to implement
inquiry or discovery learning, and more confident in
their ability to present applications of science concepts. Teacher confidence changed; evidenced by
the teachers ' perceptions of stronger questioning
skills to encourage more open-ended investigations,
(See Table 2) .

A total of 96 hours of direct instructional contact
with institute faculty through assigned content readings, in-class discussion and lab exercises was provided. Class time was divided between inquiry-based
science content and laboratory exercises. The workshop, funded by the Ohio Board of Regents and
Eisenhower Professional Development Funds,
focused on science teaching in urban schools. The
workshop occurred on a university campus and was
conducted by six faculty trained in the content of
the workshop. Faculty were supervised by the three
researchers to ensure that procedures were followed
(Wood, et al, 2002).
This study utilized CLES and teachers responded
to items about their student's attitudes and perceptions. The CLES items were also utilized in the Salish
Research Project (l 995), a national research initiative
conducted to ascertain knowledge about the relationships between secondary science and mathematics teacher preparation, new teacher knowledge, beliefs, performance; and student learning
outcomes (Salish, I. 1995).
The six sub-scales of the Constructivist Learning
Environment Survey follow:
The Personal Relevance Scale - The purpose of
this scale was: To determine if teachers perceive that
their students should experience the relevance of
school science to their everyday interests and activities.

Table 1
Wilcoxon Signed Rank test for Constructivist Learning
Environment Survey (CLES)
SUB-SCALE

Z-VALUE

Personal Relevanc e

0.000

Scientific Unc ertainty

-0 .357

.7213

Critic al Vo ic e

-2.028

.0425*

Shared Control

-2 .223

.0262*

Stude nt Negotiati o n

-l .782

.0747

Attitude

-0 .840

.4008

Note: n = 24.
*p < .05
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P-VALUE
>. 9999

Table 2

.05 level. Ten non-significant items were not included
as they focused on teaching practice.

Wilcoxon Signed Rank Test for Teacher Confidence
Statements
QUESTIONS

Z-VALUE

Table 3

P-VALUE

Wilcoxon Signed Rank Test for Teacher Belief Statements

Teachers felt more
c onfident in their ability:
To use cooperative
learning groups

-2.366

.0780*

To implement inquiry or
disc overy learning

-2.527

.07 77*

To present applications of
science concepts

-2.527

.0 777*

To phrase questions to
encourage more openended investigations

-2 .527

.07 77*

To use computers as an
integral part of
science instruction

-3 ,576

.0004*

To teach groups that are
heterogeneous in ability

-l ,775

.0759*

To use performance-based
assessment

-3 .180

.00 75*

To use portfolios to assess
student progress in science

-3.296

.0070*

Encourage participation of
females into science

-2.023

.043 1*

To involve parents in the
science education of
their children

-3. 780

.0015*

BELIFE STATEMENTS

Z-VALUE

All students can learn to
think scientifically

-2.527

.071 7*

Should consistently use
activities which require
students to do original
thinking

-2.207

.0277*

Important issue is not
whether answers to science
questions are correct, but if
kids can explain their
answers
-2.803

.0051*

Learning for all students
is enhanced by incorporating
the contributions of
different cultures
-2.023

.0431*

To manage a class of
students who are using
hands-on/manipulative
materials

.0277*

Note: n
*p < .05

-2.207

P-VALUE

= 24.

Discussion

Note: n = 24.
*p < .05

Working with in-service teachers via science institutes creates great potential for blending science
education theory with best teaching practices in the
partnership classroom; thus benefiting students and
teachers alike. The immediate effect was positive for
the participants on enhancing confidence, beliefs
and ability to use portfolios to assess student progress
in the science classroom. Teachers were more likely
to believe that all students can learn to think scientifically. The program also increased the probabi lity
teachers believe they should consistently use activities that require students to do original thinking .
Teachers were more li ke ly to believe that it is not
whether students answer science questions correctly,
but rather that they can expl.ain the answers that
they did give.
Presently, CEHS is exploring ways to match preservice teachers' education from the initial required
field observational phase to on-site internships, and
then student teaching with in-service teachers who
are immersed in our expanded science course offerings (Basista et al, 2003). This process requires finding
strategies to overcome many of the traditional ways
school d ist ricts p lace pre-service teachers in classrooms. This is another opportunity for change,
cha nge w ithin the traditional culture of the school
districts and the university system. Thinking in CEHS
reflects Michael Ful lan's "Ready, Aim , Fire"

Increased teacher confidence areas included
use of computers as an integral part of science
instruction and ability to teach groups that are hete rogeneous (See Table 2). Their confidence in utilizing
performance-based assessments increased as we ll
as their ability to employ portfolios to assess student
progress in science. Teachers' confidence changed
in that they felt capable of encouraging female participation in science . Finally, teachers perceived
more confidence in involving parents in the science
education of their children (See Table 2). However,
while the instruments used to assess teacher perceptions and use of constructivist pedagogy, were of
help, this procedure failed to observe actual classroom practice and does not assess different populations of science teachers who may use other
approaches to teaching science.
Statistics generated via a Wilcoxon Signed Rank
Test (Guilford, 1956) indicate a significant change in
teacher beliefs after participating in the Science
Mentor Development Program. Additionally the program fostered the belief that incorporating contributions of different cu ltures enhances the learning of all
students. (See Table 3). The results reported in Table
1,2, and 3 are for items found to be significant at the
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the science disciplines and the data acquired from a
group of in-service teachers seeking to develop skill
in science content delivery. It was expected that
specific science knowledge would increase after
exposure to the workshop content. Although one
workshop may improve science teaching, it is important to keep in mind the rate at which knowledge
advances. It would be prudent to advise educators
to attend additional workshops or at least to view
materials that allow them to update their skills. Further research is needed on the mentoring effectiveness of increasing professional teachers' confidence
in their abilities to assist pre-service teachers within
similar types of environments. Results did indicate an
intensive science professional development workshop had significant impact on overall teacher confidence, beliefs, and the extent to which a teacher
values a "constru ctivist " orientation towards the
school science-learning environment.

approach, we keep moving forward even when the
path is not clearly visible in front of us (Fullan, 1998).
Some of that 'surefootedness' comes from the college 's years of learning to deal successfully with the
constancy of ambiguity and change in teacher education while proceeding forward. However, CEHS is
confident because the strategy has proven successful for implementing and institutionalizing our evolving science education program.
For example, two courses, including a content
biology course developed and taught by science
educators in conjunction with a science methods
cou rse developed and taught in collaboration with
scientists and science educators with extensive preco llege science teaching experience has led to
improved classroom performance. Assessment issues
were evaluated within a context that is reflective,
authentic and congruent with performance-based
state licensure requirements, as well as learned society content standards for NCATE accreditation.

Note: The research portion of this project was funded
by Eisenhower Professional Development funds for
improving science education of teachers, the grant
period was May l , 2001 to Sept. 30, 2003.

Conclusions

Teacher Education programs can benefit from
the results of this study by offering variable formats
for delivering science content through modified
c lassroom institutes, e.g., short term seminars and/or
compressed classroom formats. Also, through learning science in classes taught by faculty teams that
include regular Arts and Science faculty and Science Educators from the College of Edu ca ti on,
should result in increasingly effective science instruction. Workshops, similar to the model used in this
study provide one means of facilitating skills and
knowledge of in-service science teachers.
This flexibility and openness to ever changing
ideas and methodologies permitted us to effectively
develop a science program based on the State and
National Science Education Standards (NSES) and
be responsive to the science content needs of in-service teachers. Further, CEHS changes included modifying our science courses to allow classroom teache rs opportunities to learn content while updating
their understanding of science education pedagogy. Other teacher education programs should
review their science education programs for alignment with state and national standards and consider
applying the constructivist philosophy.
The complexity of our inquiry suggests that joint
teaching of science courses raises issues of pedagogical practice between science purists and education faculty who deal with the reality of application in K- 12 schools. For the past four years we sought
to apply standards based content to the training of
teachers, but noted that philosophical disagreements among colleagues on the dimensions of
effective K-12 science teaching and how science is
taught at the university level compounds the analysis. Determining what is "best practices" was often
elusive in our staff discussions related to determining
course content.
In sum, these research conclusions were derived
from a set of multiple interactions with colleagues in
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Abstract

Whatever changes reformers suggest that teachers must have to successfully implement a multicultural/diversity curriculum; responses might vary from
person to person . Clearly, issues of diversity/multicu ltural education continue to generate strong opinions. Nor is there consensus of how these concepts
should be implemented in today's schools. As the
responses in these interviews indicate, our c ulture has
not yet come close to agreement of how best to
incorporate these needed programs into the educational programming of all children . In addition, the
preparation that teachers need to effectively present these ideas, likewise, yields its own type of diversity of opinions.

Diane Ravitch has done extensive work in school
reform initiatives and has responded to questions
related to diversity from the refor m perspec t ive.
Diane Ravitch is Research Professor of Educatio n at
New Yo rk University. She holds the Brown Chair in
Education Policy at the Brookings Institution in Washington, D.C ., where she is a Senior Fellow and edits
the Brookings Papers on Education Policy. She is a
member of the National Assessment Governing
Board, to which she was appointed by Sec retary of
Education Riley in 1997 and reappointed in 2001. She
is a member of the Koret Task Force at the Hoove r
Institution . From 1991 to 1993, she was Assistant Secretary of Education responsible for the Office of Educational Research and Improvement in the U.S. Department of Education . Before entering government service, she was Adjunct Professor of History and Education at Teachers College, Columbia University. Her
most recent book is The Language Police (2003). She
has written seven other books, including Left Back
(2000); The Troubled Crusade (l 983); and The Great
School Wars (1974) . She has edited fourteen books
and written nearly 400 articles and reviews for scholarly and popular publications. He r books and articles
have been translated into many languages, including Chinese, Polish, Arabic, Spanish, Swedish, and
Japanese. She is a member of the National Ac ademy of Education (l 979), the Society of American Historians (l 984), the Americ an Academy of Arts and
Sciences (l 985), and PEN Intern ational. She has
received honorary degrees from Williams College;
Reed College; Amherst College; the State University
of New York; Ramapo College; St. Joseph's College
of New York; Middlebury College Language Schools;
Union College. A native of Houston, she is a graduate of the Houston public schools. She received a
BA from Wellesley College in 1960 and a Ph.D. in history from Columbia University's Graduate School of
Arts and Sciences in 1975.

Introduction

In recent years, diversity/multicultural education
has become a popular slogan in American schools.
It has been seen as promoting tolerance and sensitivity towards all diverse groups including those who are
of various cu ltural, ethnic, racial, religious, language
and special needs groups . A Gallup (l 996) poll
shows that, overwhelmingly, the public approves of
racial mixing in the public schools and a larger perc entage than in earlier polls express the belief that
integration has improved the quality of education for
b lacks (61 % to 27%) . Although less than a majority
(45%) think that integration has improved the quality
of education for whites, "the percentages who feel
this way has doubled since 197 l" (Elam, Rose &
Gallup, 1996, p. 42). In addition, the poll indicates
that people believe it is important that the percentage of black teachers be the same as the percentage of black students in public schools. Wiles and
Bondi (2002) also stated that the challenge of diversity and multiculturalism is an issue that is not fading
away; in fact, it is becoming more and more apparent and important to understand our nation, "yet as
the nation becomes more and more diverse and we
prepare chi ldren to live in the global interdependent
society of the new centu ry, we keep revisiting the
concept of multiculturalism " (p . 251) . Diversity has
been adopted by a number of educational institutions as a solution to racial antagonism and minority
underachievement in schools. Both public schools
and colleges are responding in different ways to the
needs and challenges of diversity.

Marfin Haberman - Biographical Sketch

Over the past forty-five years Martin Haberman
has developed teacher education programs which
have prepared more teachers than anyone in the
history of teacher education . The most widely known
of his programs was The National Tea cher Corps,
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have stated their mission to be greater "understanding of religious diversity. " Indeed, I still see television
programs that foster animosity between Baptists and
Catholics. Given that there are opp. 15,000 school
districts there may be one district someplace with a
stated policy of fostering "understanding of diversity"
among Christians and non-Christians. I Just don't
know where it is.

which was based on his intern program in Milwaukee. He is an advisor to states, cities and universities
on alternative teac her certification programs and on
ways to make the teaching force more diverse and
representative. His interview for selecting star teachers who will be successful with diverse children in
poverty is used in over 170 urban school districts. His
star principals' inteNiew is used in over 25 cities. Professor Haberman grew up in New York City. His formal education includes bachelors and masters
degrees in sociology from Brooklyn College and New
York University. These were followed by a second
masters and a doctorate in Teacher Education from
Teachers College, Columbia University. Rhode Island
College (l 989) and The State University of New York,
SUNY Cortland (2001) have awarded him Honorary
Doctorates of Human Letters.
In addition to an extremely long list of publicati ons (8 books, 50 chapters, over 200 articles) and
numerous research studies, Professor Haberman
served for six years as the Editor of the Journal of
Teacher Education and eleven years as a dean in
the University of Wisconsin trying to apply the successes of extension in rural America to the problems
of life in urban areas. Professor Haberman has
served on eleven editorial boards. He holds several
awards for his writing, a Standard Oil Award for Excellence in Teaching, a special award from the Corporation for Public Broadcasting and AACTE medals for
offering a Hunt Lecture and the Pomeroy Award. He
is a distinguished member of the Association of
Teacher Education and a Laureate of Kappa Delta
Pi. The University of Wisconsin Board Of Regents has
named him a Distinguished Professor. His book, Star
Tea chers of Children in Poverty, is in con tinuous
demand. His most recent efforts have been focused
on developing programs for the Milwaukee Teacher
Education Center, a non-profit corporation which
offers alternative certification programs preparing
teachers for the Milwaukee Public Schools.

Cornell West said, "Only when it is dark enough can
you see the stars." In schools where there appears to
be less humility and less understanding, where is the
source of hope for ethnic minorities and the disfranchised groups, including poor children?

Ravitch: Cornell West was paraphrasing Charles
Beard, who wrote that it is always darkest just before
the dawn. The hope for poor children lies in education, in preparing themselves to improve their lives.
Schools do not give out diplomas; they do not give
out success. They are places where teachers and
students do their work, and if they do their work,
there is opportunity for success.
Haberman: I assume that "the source of hope " is
asking for practical solutions for closing the achievement gap between economic classes and between
whites and children of color. Getting diverse children
and youth in poverty better teachers and principals
is the most positive thing that can be done.
In his article "Education for Freedom," in addition to
knowing the paradigm shift students need to make,
James Banks articulated the "need for teachers to
examine their own ideologies, and a new knowledge
about the culture and history of groups." How do
you convince teachers, particularly those in small
rural towns, who are set in their ways and those who
have ignored the plight of the minority groups, that
this shift in paradigm is possible?

Ravitch: I am not an adherent of Banks' view of multiculturalism. In some schools, there are dozens of cultural and ethnic groups represented among students
and teachers. The teachers' job is to make sure that
all children--whatever their cultural or ethnic or religious heritage--have equal opportunity to learn
about science, mathematics, the arts, the English
language, the history of the United States and of
major civilizations in the world. This duty does not
change in accordance with the ethnic background
of the student. The study of science is the same for all
students; I would argue that the same is true of U.S.
history. I do believe that the teaching of history has
wisely been broadened to recognize the cultural
diversity of our history. But that is very different from
suggesting that this recognition needs to change
what is taught or how it is taught. Whether a student
is Cambodian-American, African-American, or Polish-American, the science or math that he or she
learns is the same. The significant details of the
American constitution are the same, regardless of

Since September 11, 2001, in many schools where
prayer was not allowed, where God's name was not
heard, I have observed such issues being frequently
addressed. Has September 11, 2001 made a difference in the understanding of religious diversity?

Ravitch: That is hard to answer as one can only venture opinion and guesses. That day, however, did
seem to make it more acceptable to express religious views in the public square. The expression of
religious views at that time has brought into the open
the possibility that the First Amendment seems to
protect all views in the public square except religious
views.
Haberman: As a result of 9/11 more Americans now
have more negative feelings regarding Islam. Those
who believe they should promote greater religious
diversity in American schools have their work cut out
for them. I don't know of public school districts in
which the school boards and their administrators
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Are you suggesting that staff development (professional development) in the areas mentioned lead to
separatism? Please explain.

the ethnic or cultural heritage of the student, and so
are the implications of the American civil war.
Haberman: You can 't. First, schools reflect their local
cultures; they don 't transform or even impact them
very much. Administrators and teachers who do not
share the ideology of their local communities will be
lucky to keep their Jobs let alone change their communities. Second, teachers ' ideologies and the
behaviors which flow from those ideologies are not
amenable to change. For this reason, selection is
more important than training. lnservice education,
which is what I assume you mean by phrases such as
" ... how do you convince teachers .. . ,, is an even
greater failure than the schools attended by diverse
children in poverty. If schools hire those holding star
teachers' ideologies there is no limit to their subsequent growth. If schools already have individuals
with the ideologies of quitter/failure teachers there is
no professional development that will transform
them. Star Teachers of Children in Poverty explains
this ideology and best practice.

Ravitch: I see no value in focusing on cultural differences as the basis for providing staff development to
teachers or education to students. Education should
teach us about what we have in common as human
beings; it should enable us to share in our common
heritage as humans and as Americans . Of course
we should learn about cultural differences as part of
our education-they have, after all, often been the
cause of war, hatred, segregation, and discrimination-- but we should not teach that our cultural identities are so essential that each group should have a
different kind of education. The great civic project in
the United States is bridging differences, not reinforcing them . The challenge of history is to overcome
ancient hatreds and to learn to see each other as
vulnerable, valuable, human beings, members of the
same race, the human race . We must learn to
understand that each of us is composed of many different identities, not a single racial or ethnic or cultural essence. At the heart of that thinking lies the fascist project, not the democratic project. Our civic
goal is to recognize that we are all human, we are all
equal, we are all citizens with a common inheritance.

In response to the demands of multicultural education requiring extremely skilled teachers, James
Banks, as well as Carl Grant, appear to suggest that
staff development could assist teachers in the
change process. Do you believe that teachers and
administrators actually take diversity/multicultural
issues seriously enough that they can plan staff
development on equal grounds as they would, say,
classroom management, Multiple Intelligence
approaches, keys to motivation, etc.? Please
respond in the context of the transformation needed
to change the thinking for teachers and administrators, NOT students or kids.

Haberman : Professional development, meaning
inservice for veteran teachers, doesn 't lead to separatism or to anything else of much importance. It is
useful for superficialities such as giving teachers the
dates of the new testing program and how to fill out
the state mandated paperwork, or how to access
some new computer resources, or showing teachers
how to verify they are complying with mandates for
dealing with IEP's for special education students.

Ravitch: No, I do not agree. I believe that you have
fallen under the allure of ideologies from the 1960s
and 1970s that move us backward, not forward. The
essential goal of any education worthy of the name
is to help, enlighten, and empower (with knowledge)
every student. By constantly focusing on cultural differences among students, you will disable the faculty's ability to teach what students need to know. The
duty of the faculty is to educate their students; this
duty does not become greater or lesser or different
in relation to the students' ethnicity. What you will
end up promoting is separatism, not education.

If schools are to adapt responsive curriculum which
reflects the new education agenda, No Child Left
Behind, what in your opinion is the essential knowledge base of effective teachers who would implement the "new" curriculum?
Ravitch: Teachers must know their subject, whatever
it may be, and know how to teach it well. They must
know how to go beyond the textbook to enliven their
teaching with examples, activities, projects, research
assignments, etc .

Haberman: This question reiterates the preceding
question. You can ' t change veteran, practicing
teachers except in superficial ways; e.g. " We will use
this text rather than that one. " -and even such
superficialities will be resisted.
Teachers and principals with the appropriate ideologies must be selected in the first place. Picking inappropriate people
then hoping that poorly funded, short term, powerless strategies (e.g. , workshops and courses) will
reshape their values and behaviors has never
worked and cannot work.

Haberman: Knowing subject matter is a necessary
but not sufficient condition. Effective teachers are
able to establish relationships with students that
enable them to connect the subject matter with the
student. The reason that 2,000,000 teachers will be
hired between 2000 and 2010 in the United States is
not that there are insufficient numbers of college
graduates with the requisite knowledge in English,
math, Spanish, biology etc. but that there are a limited number of college educated adults who can
relate to diverse children and youth in poverty in
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on the globe. Multiculturalism is sometimes used as a
term to harangue anyone who does not adopt a
separatist, or race-based, or divisive agenda . I have
written that our common cu lture is multicultural, but
in the sense that we have an unbroken history of pluralism . After all our national motto is "E Pluribus Unum."
So pluralism was acknowledged from the very beginning of our national history. But the aspiration in this
motto was that "the many" were becoming "one ."
The remarkable thing about our nation is that we tolerate all sorts of differences; we thrive on differences;
we do not enforce conformity. But at the e nd of the
day, we do recognize the importance and va lue of
"unum ." If we did not, no one would be willing to pay
taxes or serve on jury duty or take part in any community service unless it benefited his or her own
group. In that sense, the "multicultural" c redo th at
you seem to embrace will promote an ideology of
group-first, group-selfish, identity politics, where peop le identify only with others of their own group and
view others in the community with distrust. The rest of
the country has moved beyond this kind of cultural
grievance-mongering. You should too.

ways that will make those students want to learn
from them. In addition to knowledge of subject matter and an ability to relate to diverse children in
poverty there is a third need: adults who will continue to wo rk in mindless bureaucracies organized
against teachers who are comm itted to making
learning their highest priority.
If you were to list some characteristics of an effective
educational leader (public school administrator)
under whose direction effective teachers would
excel with the "new" agenda/curriculum, what would
they be and why? How about for college administrators in small private institutions with teacher education programs?
Ravitch :
l . A passionate commitment to education
2. A passionate commitment to continual
learning (for himself or herself and for others
who teach)
3. An inquisitive and open mind
4. A clear sense of mission
5. An unwillingness to tolerate mediocrity

Habe rman: Th e urban school districts in the 120
largest cities miseducating seven million diverse children in urban poverty would disappear. The individual schools rather than school districts would be the
unit of analysis. I have a paper "Who Benefits From
Failing Urban School Districts ,, which includes a final
section on how urban schools should be reorganized. Helping the more than seven million children
in rural poverty is a greater challenge because so
many of them are in homogenous schools limited
by their local communities to replicating the inadequate, limiting schooling of the past.

Haberman: The effective administrator of a school
serving diverse students in poverty is not a building
manager but the leader of a non-profit community
organization. In order to respond more fully I would
have to write an essay here of about 25 or 30 pages
on what it means to be the leader of a non-profit
c ommunity organization. Such leaders do not resemble any college administrators with which I am familiar because they are held accountable for the quality of their faculty 's performance and for their student body's achievement.

Are schools promoting pluralism? If yes, where is this
more evident-- in k-12, or college; public or private
schools?

If you were to design a school utilizing "effective
teachers" who understand the paradigm shift which
you discussed above, and who have committed
themselves to "diversity/multicultural education that
is an inclusive and cementing movement", would it
look much the same as schools today?

Ravitch: Many in schools today are confused, uncertain about which path is OK, acceptable, politically
correct. Too much propaganda is com ing from ideologues in higher education . Teachers find out quickly
enough that their job is to create commonalities, not
to sponsor separate cultural identities; but they are
at war with what they were told in their c lasses about
multiculturalism, where identity politics continues to
reign.

Ravitch : I have a commitment to effective schools
and effective teachers; I have a commitment to liberal education and to equity; I have a commitment
to equal opportunity for all students to learn t he
great ideas that undergird a liberal civi lization; I have
a commitment to excellence . I do not have a commitment to "diversity/multiculturalism education that
is inclusive and cementing movement."
Given the vast differences from one individual to
the next, diversity is a reality in every classroom .
Diversity encompasses diversity of interests, diversity
o f families, diversity of personalities, diversity of
advantages and disadvantages. I prefer the word
pluralism to multiculturalism, for reasons that I have
explained in various writings. Pluralism describes the
diversity that is at the heart of the American experiment, which describes a nation that has accepted
more immigrants from more nations than any other

Haberman : No . All urban distric ts have rhetoric
about this but none actually implement anything of
any substance. Pluralism means celebrating a few
holidays. Colleges and universities promote pluralism
by seeking more representative faculty and students
and by introducing courses in the arts, humanities
and social sciences that give a more complete view
of their respective fields.
Some perceive there is a systematic and pervasive
miseducation of millions of children in urban rural
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ic institutions (such as the rule of law). We should be
able to recognize very quickly that suicide bombers
are evil. Anyone who does not is incapable of moral
reasoning and does not value the rule of law, which
after all protects us from rule by force and arbitrary
rule.

poverty. If that premise is true, do you believe we
should prepare teachers as change agents? What
sort of predisposition and ideology should they have
to be effective in a diverse and global world?
Ravitch : First, I do not know what "urban rural poverty" is. Second, I do believe that teachers should be
prepared as change agents. The best way to do that
is to prepare them to be superb teachers of science,
mathematics, English, history, the arts, and foreign
languages. To be most effective, they should be
intellectually engaged in what they are teaching;
they should explore ways to teach it most effectively.
They should look for means of bringing these studies
to life and encouraging their students to think for
themselves. In this way, they will be dynamic and
inspiring change agents whose students will remember them forever for changing their lives.

Haberman: All public schools teach the morality of
their local communities .. . in abundance and with
great effectiveness. The question seems to imply
there is a moral education which can and should be
taught in a particular school district which is imposed
on that district's schools by some outside group who
perceives itself having a better or higher morality. As
a result of the democratic way in which our schools
are legalized, organized and funded, one community may impose its own narrow, limited world view on
its children while another will impose a more open
curriculum, while another will impose a knowledgefree sports oriented world view, etc, etc. The
extremely wide variation among our 15,000 districts
should make it clear to those who seek to understand our schools that most of the variation reflects
differences in the local communities.

Haberman: The ideology and behaviors are in Star
Teachers of Children in Poverty . But it must be
stressed that even star teac hers are not change
agents. They are effective at raising the achievement of children and youth that others cannot relate
to or teach . Again, schools reflect their local communities. The reason that there is more change in urban
districts than in rural schools is that urban areas are
not homogenous and that it is much harder for one
ethnic group to control what happens. For example,
some urban high schools have day care centers for
the children of students but these programs were not
started by referendum asking for city-wide approval.
The greater freedom in urban schools rather than
rural ones results from a lack of any one group being
able to control more than from any agreed-upon
commitment to providing greater options.

From the multicultural perspective what is the purpose of a teacher education program?
Ravitch: The purpose of a teacher education program is to prepare men and women who are excellent teachers, who know their subject very well, and
know how to teach it. Those who go through a
teacher education program should emerge as inspiring teachers who are deeply knowledgeable about
what they teach and who can inspire learners with
love of the subject. Any other definition, I humbly
submit, is either technocratic or an attempt at ideological indoctrination.

Standing at the doorstep of the new millennium on
the threshold of the 21st century, we are staring at a
new unknown enemy, a New World order, and a
society in despair. There appears to be more need
for moral education than ever before. Because of
the multiple voices and multiple perspectives, do
you believe multicultural education emphasizes
moral values in the classroom? If not, should it?

Haberman: Recruiting and selecting the appropriate
people in the first place. Individuals recruited and
selected as teachers of diverse children and youth in
urban poverty must have an ideology that resembles
the star teachers who are effective with these
groups. Selection is powerful. Traditional training is
not. Preservice university training merely reinforces
the strengths and weaknesses of the candidates.

Ravitch : Again, I don't understand your question, as I
don't underst and the reference to multiple voices
and mu ltip le perspectives. I am a histori an, and I
think we do need t o emphasize t he moral values
impl ic it in th e idea of democracy, democratic va lues, t he rule of law, and democrat ic institutions.
When we teach US history, for example, we do not
rea lly care to know about the perspectives of the
Nazis, because we know (from the standpoint of
democratic values) that their people were mass-murde re rs. Nor do we want to hear the slaveowners
explain why slavery was a good thing, from their perspective, because we know based on democratic
va lues tha t sla very was evil. So yes, we need to
inco rpora t e a sense of good and evil, rig ht and
wrong, based on democratic va lues and democrat-

In your involvement with public school educators
and students, have you observed some positive
trends in getting the teachers we need in urban
schools as well as rural schools?
Ravitch: Yes, I believe that programs like Teach for
America and the New Teacher Project, and similar
ones, have been recruiting very able well-educated
people to enter careers as teachers. This is encouraging.
Haberman: Definitely, yes. There are now 170 cities
that use my Star Teacher Interview a nd bring over
30,000 teachers per year in to teaching.
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Do the teachers in Teach for America have the qualifications you suggested in the previous response?

Given the intense political and war environment we
live in in recent years, some have suggested peace
is the only solution in the new world order. In search
of a workable model for peace-making, some have
suggested the "reconciliation" model, which includes
"forgiveness". What is the role of forgiveness in the
context of multicultural education? What is the role of
confrontation in the context of multicultural education? What school reform initiative might be appropriate to promote this idea?

Ravitch: Some do, some don't. The best prepared
teachers will be those who have a good education
as a foundation . Without that, all the staff development and strategizing in the world w ill be too little,
too late.

Haberman: No. They claim to use my interview but
do not.

Ravitch: The most important teaching in school is
rational discourse. We learn in school to talk about
our differences, reason them through, and reach a
resolution throug h discussion, not co nfro ntatio n o r
fighting. Often the resolution comes about through
an election. In school we teach our students about
democratic institutions that resolve conflicts, such as
elections and courts. We encourage students to participate by voting and by serving on juries, so that
o ur democratic institutions truly represent the will of
the people. If, however, the courthouse is besieged
by a mob or bombed by a deranged individual,
th en c itize ns in a democracy must stand togethe r to
defend their institutions by confronting the mob or
the deranged individuals.
Thi s is indeed a dangerous wor ld . There are
nations and societies that do not teach their c hildren
democratic values, w hich never hold elections, that
rule by force, and that regularly practice intimidation
of their neighbors. It is not undemocratic t o stand
firm and confront those nations when they threaten
us. If we capitulate to bullies (like Hitler, like Stalin, like
Bin Ladin), we put our democratic institutions at risk.

In chapter ten of your book, left Back, you summarized several attempts made by different authors as
they addressed students and their freedom to learn.
Which school reform ideas espouse and promote
your idea of "education for freedom"?

Ravitch: E.D . Hirsch Jr.'s Core Knowledge p rogram
would be one. But there are many other ways to pursue this goal, even as an individual teacher, without
being part of a program or organization. Al l one
needs is a commitment to educate young people to
think for themselves and to wrestle with the g reat
ideas in every field of endeavor; a commitment to
prepare young people to live in a free society and to
value democratic institutions, and a recognition that
we (as teachers) do not know all the answers to all
the important questions. It is im port an t to teach
young people that they will have many opportu nities
to contribute to our soc ie ty and t o advance the
search for new knowledge in every field of thought
and action.
James Banks stated that, "Teachers must develop
reflective, cultural, national, and global identification
themselves if they are to help students become
thoughtful, caring, and reflective citizens in a multicultural world." How do you go about influencing
teachers to buy into such an idea when all along
some have ignored and/or purposely rejected multicultural education/diversity?

Haberman: My reaction to this question is a tremendous feeling of disorientation. I don 't know of any
public school district that organizes its curriculum
around concepts such as "forgiveness " or "confrontation" in "the context of multicultural education." As I consider the 120 major urban districts with
which I am familiar I can honestly state that I do not
know how to answer this question.

Ravitch: Since I do not accept the premise of his
statement--that teachers need a "globa l identification," I can't answer your question. People have multiple identities--as neighbors in a community, as citizens of a town, a state, and a nation. I would put
one's "global identity" way down on the list because
it is vague, abstract, and fairly meaningless. Citizensh ip is defined by where we vote, where we pay
taxes, where we join in shared values. I don't think
that the "globe" has shared values, and it ce rtainly
doesn't hold elections to choose its leaders.

Does applying justice in the classroom hinder the
goals of multicultural education? Why or why not?

Ravitch: Justice is a lways a good idea, whether in
the c la ssroom, on th e streets, or in socie ty as a
who le. Th ose who vio late democratic p rin ciples of
behavior and law should be subject to th e rules of
civi lized life. Those rules must be c learly spelled out,
enforced fairly for all, and applied justly.

Haberman : Star teachers make their c lassrooms a
community... a community of learners and a community of Jaw abiding c itizens who treat each other
with respect. Creating such classroom communities
prepares c hildren and youth to function effectively in
our diverse society.

Haberman: I feel I am repeating myself because the
same question about changing people keeps being
asked again and again. The teachers who will be
effective with diverse children in poverty must be
selected . Selecting inappropriate people then
expecting university courses or inservice to transform
their values and behavior cannot happen.

What reform progress in multicultural/diversity issues
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garbage is not collected as well as in other neighborhoods; the right to speak Spanish or some other
language in addition to English; the right to not be
suspended at twelve times the rate of students in
non-poverty schools; the right to choose a college
prep program; the right to attend classes with fewer
than 30 students; the right to be taught science in
rooms that have running water and necessary equipment; the right to computers that are on-line and not
merely drill and kill machines, etc,. etc. , etc. This is
what star teachers do.

do you believe have we made nationally the last 5
years that you are proud of?
Ravitch: I do believe that the curriculum has
changed dramatically to recognize the important
role of African Americans in U.S. history. I have
helped to advance this change so I am very proud
of my role in doing so.

Haberman: On the positive side there is a more
diverse teaching force ... but there is still a long way
to go. On the negative side there is a narrowing
down of the curriculum for children in poverty to "get
a Job and stay out of Jail. ,, Neither of these trends are
the results of what anyone has written or taught
regarding "multicultural education". Issues of equity
and Justice in American schools should not be confused with the advocacies of a few writers on "multicultural education.,, Approximately eight percent
(8%) of the teaching force in the 720 largest districts
are star teachers who teach all kinds of units related
to issues of equity and Justice. This content is not
mandated by their particular school districts. It is a
result of what these teachers do to act on their ideologies.
In my work with these teachers I have learned
that it is not their knowledge of anyone's vision of
"multiculturalism,, which guides their work but their
commitment to issues of equity and Justice: e.g. the
right of females to learn as much science and math
as males; the right of children of color to not be
labeled as special education students at a rate that
is five times higher than that of whites; the right to a
respectful, competent teacher; the right to have a
curriculum that goes beyond the testing program;
the right to not be beaten (22 states still allow corporal punishment); the right to learn why there is more
lead in their lawns than in the lawns of people in
other neighborhoods; the right to learn why their

Conclusion
Clearly, issues of diversity/multicultural education
continue to generate strong opinions. Nor is there
consensus of how these concepts should be implemented in today's schools. As the responses in these
interviews indicate, our culture has not yet come
close to agreement of how best to incorporate these
needed programs into the educational programming of all children. In addition, the preparation that
teachers need to effectively present these ideas,
likewise, yields its own type of diversity of opinions.
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Abstract

in our profession is not a realistic goal. Pre-certified
and first-year teachers must understand that it is
acceptable to reflect on their classroom performance and make necessary changes without feeling guilty. Individuals who become effective teachers do so over a period of time after much practice
and continuous self-reflection. As teachers, we must
learn to build on each experience and understand
that it is difficult to find shortcuts which hasten our
journey to becoming effective teachers.
The truth is that few individuals ever became
master teachers right out of the gate, Effective
teaching is an acquired skill. Teaching is an innate
art, but there is also a science that must be examined and applied . The less experienced teacher must
have patience with his or her efforts and not rush to
conclusions about their efforts. As teachers, we never
finish the process of learning our trade. We must continue to reflect on our motives and our methods in
our classrooms. If both are sound, teachers and students alike will experience positive growth .

This manuscript is the result of countless numbers
of observations of veteran c lassroom teachers and
an even greater number of pre-certified student
teachers. It contains the personal thoughts and
experiences of 2 c lassroom teachers who have been
in the profession for a combined total of 63 years.
The work is t o serve as a positive blueprint for all
teachers, especially those with less experience. The
manuscript addresses several issues concerning the
teaching profession and is meant to both instruct
and encourage members of the teaching profession.

The Reflective Teacher

Too many of the first-year and pre-certified
teachers that we encounter, struggle with self-doubt
about the adequacy of their preparation. This selfdoubt ca uses them to question not only their abilities
to teach, but also their motivation for teaching and
their philosophy of education itself.
While preparing themselves to take to the field,
these teac hers often have had to compare their skills
against those of master teachers. Not only is this an
unrealistic comparison for pre-service teachers t o
make, it can also, if left unchecked, lead to failure in
the classroom. Master teachers are forged in the fire
of experience, not in the rhetoric of idealism. There is
no perfect teacher; nor will there ever be, but many
first-year teachers are convinced that they must be
perfect in order to be effective .
This work hopes to remove our young teachers
from harms way by reassuring them that perfection

Look Into Your Soul
We have been classroom teachers for several
years, and for most of those years we have been
effective teachers. Yet there have been times when
we walked into a classroom spiritually bankrupt. On
those days, we were not effective teachers. Our spiritual selves were not right and our teaching suffered
as a result. Our values were confused; we were in a
state of concern as to the direction our lives and
thoughts were taking . We were not able to center
our thoughts on the task at hand. We were, as Parker
Palmer (l 988) said, "a transparent sham."
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Moses, He will ask me why I was not Susya." Have the
courage to closely examine your day and your
actions-to know yourself. You will be amazed how
this activity refreshes the soul and re-centers your
thinking . Start with the positives of each day and
congratulate yourself for your efforts. If negatives are
detected admit to them; resolve to turn the negatives to positives and move on with life. Do not wallow in self-pity.

Teaching is an endless d ecision-making process
based upon a set of values. Most teachers have a
sense of what is good, of what is right and important.
Because we are not perfect, there are days we
become confused about our values and the directions our lives are taking us. We become disjointed
and we are less effective at dealing with life. This is
our spiritual self, our core being, and at times we are
what Piaget (1952) calls, "in a state of disequalibrium." We cannot conceal this confusion from our students. We teach what or who we are as surely as we
teach subject matter.
Teaching is what we do, it is not what we are . This
distinction allows us to break from the herd and discover our unique personalities and develop individual styles of teaching. We are like all teachers, and
yet we are like no other teacher. It is impossible to
leave oneself in the hallway when we walk into our
classrooms; we teach who we are each and everyday. Therefore, it is imperative that each of us reflect
on the effectiveness of our teaching every day. An
excellent starting point to this lifetime process is to
rethink our philosophy of education. The first question
that should come to mind is, "Why did I choose this
profession?" Several answers will likely come to mind.
Your task is to discern the truth . This is a difficult task
but one that is essential for success. You can do it;
you must.

A Starting Point

Be honest with yourself. Have the courage of selfreflection . As Dewey (1933) stated, "Experience plus
reflection equals growth. " Close examination of
each day and your behavior bathes the spirit .
Remember we have only this day. Yesterday is gone,
let it go . There is hope in tomorrow but our reality is
now: this second, this minute and this day. Do not be
held hostage by your fears. Martin Luther King Jr., is
credited with saying, "you don't have to see the
whole staircase, just take the first step." Do not delay
new beginnings. Make risk-taking an option in your
life. Do not let your pain become acceptable. Own
your emotions. They are universal. We are not unique
in our desires. Have the courage to love yourself not
for what you do but for who you are. Accept life and
the fact that, at times, there are no good reasons
why bad things happen. Experience the journey.
Learn to forgive yourself and others; revenge is never
justified . Stop mentally beating yourself and others.
Nothing of value can possibly be gained by this type
of behavior. We are not perfection, nor are others.
Peace of mind is ours alone. We determine our sadness and our joy and others are not responsible. Joy
is a remarkable gift. However, it is never a constant. It
is elusive, so be patient with your grief. We must be
fair to ourselves and we must minimize our regrets.
We must keep in mind that we will always discover
ourselves through seNice. Our character is found by
reaching out. Finally, our lives are to be shared. We
must seek counsel when appropriate and offer service where we see the need . We apply these guidelines not only to our teaching but to our lives away
from the classroom.

Self-Deception

There is no grace in self-deception. It stymies our
growth as a person and suffocates the intellectual
process. We cannot lie to ourselves and be effective
at anything. Much too often we are impatient when
seeking truth about ourselves and we continue to
prefer to live in a pretend world of contentment. We
seem more able to accept a lie than the pain of
reality. We fear that any change in our lives might
produce even greater unhappiness, so we insulate
our feelings with self-deceit and produce selfloathing and resentment for our profession. We fear
the risk taking that we encourage in our students. We
make decision to become ordinary rather than extraordinary in our classrooms.
Socrates stated that we should, "know thyself."
Aristotle suggested that the unexamined life is not
worth living. As educators, we must grasp these truths
if we are to be effective. Education is a dynamic
profession. It is in a constant state of research and
reevaluation. The same is true for classroom teachers.
"Good teaching requires self-knowledge" (Palmer
1998).

The Service We Offer

Teaching is much more than an occupation. It
cannot be defined in a traditional sense. How does
one describe what teachers accomplish in thousands of classrooms each day? To say that our work
is just teaching is too simplistic and lacks the depth
and passion needed to describe the service that
teachers, perform each day . Make no mistake
about it, teachers offer a seNice of the highest order.
To be an effective teacher, one must invest more
than merely time and knowledge. That might be the
standard used to measure success in many professions, but never has it been the rule utilized in the
teaching profession. The task is too difficult, too complex, and too demanding to try to limit its definition.
There are days when we teach more in the hallway

Self-Reflection

At the conclusion of each day of teaching, it is
imperative that teachers reserve some time just for
themselves. Before you turn out the light and lock the
door reflect on your efforts for that day. You must be
honest in your thoughts, do not deceive yourself;
there can be no growth in the individual who practices self-deception. The Hasidic Rabbi Susya offers us
this wisdom, "God will not ask me why I was not
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than we do in the classroom. Our actions and
behaviors as teachers can reinforce beliefs and
behaviors, and we can even influence attitudes with
our silence . How can one measure these indirect
instructional efforts? Haim Ginott's famous quote
continues to be a powerful reminder of the impact
that teachers have on their students . "I possess a
tremendous power to make a child's life miserable or
joyous. I can be a tool of torture or an instrument of
inspiration."
We do not wish to inflate the importance of what
teachers do but we do want to dispel the notion
that, "those that can't do, teach ." Nothing could be
further from the truth. To teach effectively one must
attempt to understand the human condition, and
that is not a task for the ordinary . That is a task
reserved for individuals who understand and appreciate that the teaching profession is one of service
and not performance. As a group we acknowledge
that what we do is beneficial not only to the individuals we serve but also to the society in general.
As teachers we provide the tools that allow our
students to make good decisions throughout their
lives. One of our tasks is to help our students remove
the limits that self-doubt promotes. We must not produce one-dimensional twits that parrot-back the
information that teachers present. That is not teaching; that is presenting, and it has no business in an
effective teacher's classroom. There is no gain in this
monologue. No teacher should feel remotely successful if that is the end result of their instruction.
These teachers have withheld their service and only
performed a duty. They rob their students and shortchanged the public . They do not foster the active
thinkers that are so vital to a democratic society .
Instead, they produce robots, content to be average and unable to calculate with a calculator or to
reason without close supervision. We produce individuals who are indifferent to the rights of others and
care little for the political process. Their birthright as
an American need not be renewed, defended or
protected . John Goodlad (1990) makes a wonderful
point when he says that enculturating young people
into the democratic principles of a social and political democracy is at the heart of a school's moral
responsibility to society.
If done correctly, teaching is difficult. It is never
mastered, never completely understood, and is
always in a state of revision. As teachers, we do not
turn out a finished product we offer our service to
individuals for a short period of time and add to the
reasoning process. We teach students how to
process in a positive productive manner and to reason. Anything less is a sham and does a terrible disservice to everyone involved in the educational
process.

mal socialization process. Parents trust us to help prepare their children to be productive, well adjusted,
informed members of society . This is a tremendous
responsibility and the vast majority of educators
approach this task with a very serious intent.
In addition to the traditional core curriculum,
educators have to keep our student competitive in
an ever-changing world. This requires adding contemporary courses of study. We have extended our
school year in hopes that it will better serve the
needs of today's students. Teachers have also
assumed some of the responsibilities that were once
exclusively the rights and responsibilities of parents.
We don't provide this additional service to all children, but enough that many school districts are now
considering the addition of character education to
their curriculum .
Picture an apple, a beautiful, red, well-formed
apple . It was formed as a blossom by the parent
plant, and it was dependent on that parent plant for
everything required to reach maturity. A solid root
system nourished the apple to full potential. Without
that early nurturing, the apple would never have
developed properly.
Compare your students to that same apple.
Inspect them all and you will find that some are
bruised. A few, you will notice, have no core . The
parent plant did not complete its task. They have no
real core, no sense of self, and no completeness of
being . These students are hollow and have few
incentives in life other than those that meet their
immediate needs. They have become what was
modeled at home. The stability that home is meant
to provide is not always there. Often times, these students look to us, their teachers, for direction in their
lives. There will be days when we will teach more on
the playground than we will in the classroom. There
will be times when no text book is adequate for
instruction. Compassion and concern will become
the standards to be taught.
At times, our students consider us a valid replacement for their parents. We are not always aware
when we are being observed by our students, and
our behaviors are being internalized by them. Rest
assured, their attempts at indifference are to test our
perseverance and our honesty as teachers. We may
be the only source of a positive role model the child
looks to for guidance. If, as teachers, we are not willing to accept this additional responsibility, the child
will seek validation elsewhere, perhaps from sources
that are much less positive .

Parents and Children
Is it possible that some parents simply do not
know how, or are unwilling to, parent correctly? Is it
possible that some parents bring children into this
world and then refuse to love them because they
are too busy loving and providing for themselves?
Unfortunately, the answer to both questions is yes.
We have all noticed that many of today's students
can be self-absorbed and narcissistic in their atti-

Our Responsibilities
There seems to be a general consensus in our
society that teaching is an important function even
though the financial rewards do not reflect that
belief. As educators, we are responsible for the for35

tudes. This has always been a characteristic of the
young, but the degree of self-adoration has risen to
new heights and does not appear to have reached
its apex. Do not make the mistake of placing the
blame for this attitude solely on the child. We are
reminded that an apple does not fall far from the
tree. Please consider the following observations.
Some parents will scour the school calendar for
school-sponsored events that take place on the
weekends. They are searching for opportunities to
deposit their children for a few hours without any
thought to their own responsibilities. Educators have
become the cheapest babysitters in town . Between
our duties as classroom teachers and surrogate parents, we also teach children manners when their parents have neglected to model them correctly.
We teach students a set of values when they
come from a home that has few. We offer sex education because some parents are either too cowardly to address the issue, or their lifestyles are so perverted that it is impossible to for them to approach
moral correctness in their own lives. We hold their
children tight when they cry because no one else
will. We provide free or reduced meals to some
because their parents refuse employment . The
school provides leisure time activities because students from these families need to escape the reality
of apathy and dysfunction.
As teachers, we must listen to these children's
parents take credit for the successes their children
have, and then listen to them blame us when their
children fail. These types of student and parents are
a minority in the classroom, but they are present in
every school.
There will be students in your classroom excluded
by the other students, who want desperately to be a
part of the student body but are rarely included voluntarily. Attempts by you, the teacher, to form an
unconditional, accepting classroom, are transitory in
nature and as soon as you are out of sight the status
quo is reinstated . These children never seem to
make it into the inner circle of acceptance but they
break their hearts trying . The truth is, that is their reason for being in school. School to them is a means to
an end on the social ladder of life. However, there is
very little vertical movement for these children. The
most they can hope for seems to be to achieve
some degree of esteem within the group that they
are trying to escape.
These children find it difficult to express an original thought for fear of offending and distancing
themselves even further from the socially elite in the
school. They are so concerned with acceptance
that they run from controversy. They bow and
scrape, fetch and humble themselves daily, seeking
recognition from their perceived betters. They are
never included, are usually resented, and are barely
tolerated, but they never stop trying to belong . It is
such a sad situation to observe but they persist day
after day in this futile activity. de Charms (1976) created the metaphor of students as "origins and
pawns." As origins, students perceive themselves as

the source of their power to act in a certain way. As
pawns, students see themselves as "powerless participants in a game controlled by others. "
There are also always going to be rebels in our
classrooms. Not many, but a few. They don't always
know what they are rebelling against, but they
remain a negative force to be dealt with. These students believe they are never understood. Each day
brings a new and unique tragedy into their lives .
They need to spend a considera ble part of each
day in a counselor's office complaining about teachers, parents, friends, siblings, community, rumors,
boyfriends and girlfriends, cars, and warm soda .
Through their dress or their behavior they draw attention to themselves and then complain when their
peers look at them as being different. A fight after
school is a social event and they can spend the better part of a week going over the details of the outcome. On average, they do not attend school on a
regular basis. They often sleep in class when they are
there, they rarely do they hand in assignments, and
they become angry with you because of their failures. They do their best to make life miserable for
everyone. And one day we will have their children in
our class. If we seem to be over critical, it is out of
frustration for not being able to affect the lives of
these students as often as we believe we should.
What is achieved in the classroom during the day is
often lost in the negativism of a fractured and dysfunctional family life.
Conclusion

Do not despair. The vast majority of our students
are conformists and understand the meaning of
goals and the accepted means of achieving them.
Most of the time, they think before they act and are
willing to face the consequences of a poor choice.
These children listen in class most of the time. All children have doubts about the world they are growing
up in and wonder what they can do to make it a
better place. They worry about being good enough
at anything . Their hearts are often broken more times
than they can count by events that we, as adults,
would not give a second thought. Their confidence
can be shattered by a single word or look. They
despair at times but they do not surrender. They seek
solutions. They are good people from good families
and they are the vast majority. Curwin and Mendler
(1988) suggested that "eighty percent of our students
will rarely break the rules, while fifteen percent break
the rules on a somewhat regular basis and five percent of our students are, chronic rule breakers and
generally out of control. "
We agree, however, you and I do not get paid to
teach this conformist child. With the proper direction, that child can often find his or her own way with
limited interaction. For this child, we are more facilitator than teacher, more mentor that instructor. It
takes a great deal of talent to know when to let go
and when to reel in the line. That is a must trait for
any effective teacher.
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Inclusion is just that: inclusion . We do not have the
luxury of selecting who we teach. We are charged
with teaching every child that comes through our
doors, and that is the way it should be. It is not easy
teaching those who refuse our help, but their attitude will not allow us to relinquish our duties as
teachers. If anything, we will probably double our
efforts if we are truly effective.
Parents who do not accept their responsibilities
and who offer only a minimum amount of their time
and effort to the educational process are increasing
at an alarming rate. As educators we cannot allow
their children to be ignored twice . We can never
replace the responsible parent but we must make
the effort and to do what we can.
Rather than look the other way and place
blame, what is it that we can do to improve the selfesteem of each of our students? It must be a terrible
thing to be left emotionally alone at such a young
age. We, as teachers, cannot let that happen to
even one child.
The child who perceives the world as negative
and without hope must be made aware of the positive aspects of a life well lived. Our tasks as teachers
is to give hope to those who are hopeless, to teach
those who cannot be taught, to give courage to
those who fear, to give direction to those who are
lost, and to love those who are not loved. There is so
much more to teaching than what is presented in
our books.
An effective teacher never turns his or her back
to any student; no matter how hopeless the situation
is perceived. Keep this thought in mind as you work
with young people. We all want to be right, and we
all want to be liked. What can you do to make that
possible for each of your students? We must not run
from this responsibility. We are, in some cases, the
last hope these children have in life. Teaching, as
Boyer (l 990) states, " is the highest form of understanding."
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Life Is Good
Reflections for All Classroom Teachers
Ronald Bovill

Be honest with yourself,
In your thoughts,
In your deeds.
There is no grace in self-deception.

Peace of mind is ours alone.
We determine our sadness.
We determine our joy.
Others are not responsible .

Have the courage of self-reflection.
Close examination of your day,
And your behavior,
Refreshes the soul and bathes the spirit.

There are needs we hold in common .
Choices satisfy those needs.
Our behaviors are not always wise .
There are consequences for all actions.

We have today, this minute in time.
Yesterday is gone, it is spent, let it go.
Hope is in tomorrow,
But reality is the now.

Life is a journey.
It is to be experienced.
It cannot be conquered, only traveled.
Plan what routes you can, but learn to follow.

We are often held hostage by our fears.
New beginnings are delayed,
Our pain becomes acceptable.
Risk is never an option ... how sad .

Joy is a remarkable gift.
It is never a constant.
It is elusive .
Be patient with your grief.

We must own our emotions.
They are universal.
We are not unique in our desires.
Thoughts are not deeds, know the difference.

Be fair to yourself.
Minimize your regrets .
Seek goodness in your life.
Be grateful in your prayers.

Have the courage to love yourself.
What you don 't love, change .
There are always choices.
Some are difficult but necessary.

We discover ourselves through seNice .
Character is found by reaching.
Few riches are the results of selfness.
Our one possession is our reputation .

Accept life.
At times there are no reasons .
Experience the journey.
There is so little we control.

Lives are to be shared .
Counsel is to be given and sought.
A reflective, honest, open mentor;
Is worth all of the riches of the world .

Forgive all.
Revenge is never justified.
It is over; it is past.
We are not perfection; nor are others.

Life is seNice.
SeNice to a higher power,
SeNice to others .
SeNice to self.
Life is so very good.
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Parents' Perspectives on the IEP Process
Melissa Habing and Linda Le al
Melissa Habing, S.S.P., is a school psychologist in the Effingham
area schools. This research project was com pleted as part of the
thesis require ments for a Specialist in School Psychology degree
that she completed a t Eastern Illinois University in the summer of
2004.

Linda Leal, Ph.D., is a professor in the Psyc hology Department in
the College of Sciences at Eastern Illinois University where she regularly teaches cou rses in advanced c hild development, c hildren
with exceptionalities, and the psychology of gender.

This research was funded in part by a Research/
Creative Ac tivity Award from the Graduate School at
Eastern Illinois University that was awarded to the first
author.

fied that their rights were explained t o them in a
clear and understandable manner.
A second positive finding was that only 14% of
parents indicated that professionals used jargon or
technical terms that were difficult to understand, a
percentage that is significantly lower than researcher
found 10 or more years ago (e.g ., Vaughn, Bos, Harrell, & Lasky, 1988).
A third positive finding was also related to
improved co mmunication and leve l of comfort
between parents and school personnel. Over twothirds of parents felt free to contribute suggestions
regarding their child's need s and 60% of parents
were satisfied with their role at the IEP meeting. The
most frequent positive comments written by parents
related to their positive relationship with school personnel (28%) or their comments were descriptions of
positive characteristics of school staff (22%).
Results from the present study also suggest some
barriers to the shared decision making partnership
between parents and professionals. Although about
one-half of parents described themselves as completely satisfied with the outcome of their child's IEP
meeting, an additional one-third of the parents indic ated that they were not content with the decisions
made about their child 's education . Based on their
written comments, many parents were unsatisfied
because they felt their child's individual needs were
not being met (27%) or because they felt school personnel were being uncooperative (27%). For example, parents made comments related to a lack of
resources, support, or testing, their dissatisfac tion with
their child's placement or services received, and a
perce ived lack of fol low-through or measurable
goals related to their child's IEP. Just as many parents felt that they had to "fight " for what their c hild
needed, that school staff ignored their concerns or
focused on paperwork instead of their child's needs,
or they needed an advocate or demanding attitude
to ensure their child's needs were met. Although
about two-thirds of parents in the p resent study indicated that school personnel asked for their input during their child's IEP meeting, approximately onefourth felt that the information they did provide had
no influence on the decisions made about their
c hild . Almost 80% of parents noted that goals and

Summary of Research

Ecologica l systems theory reminds us that chi ldren develop within a complex system of relationships (Bronfenbrenner, 1979). For children receiving
special education services in school, the shared
decision making process between parents and
school personnel is one such relationship. According
to ecological systems theory, child development is
likely to be optimized by strong, supportive links
between homes and schools. The goal of the present study was to determine how parents who have
recently attended an Individualized Education Plan
(IEP) planning meeting viewed their level of participation, satisfaction with the meeting and plan developed, and their most positive and negative experiences.
A questionnaire was sent out to a random 1,000
famili es who had recently participated in the IEP
process in school districts in 94 counties in Illinois. The
questionnaire asked parents to report demographic
information about their ch ildren receiving special
education services. Parents also responded on a Likert-type scale to 15 questions about their perceived
level of participation and satisfaction with the IEP
process, Parents were also asked to list the most positive and negative aspects of the IEP conference .
A total of 348 questionnaires were returned . The
age of the c hildren parents reported on ranged from
2 to 22. Two-thirds of the children were boys. All eligible diagnostic categories included in the Individuals with Disabilit ies Education Ac t (IDEA) were represented in the sample. Twenty-two percent of parents reported more than one diagnosis for their child.
Based on their responses to the questionnaire,
parents reported that school systems are, for the
most part, following the letter o f the law. For
instance, over 90% indicated that they were notified
early enough t o ensure their attendance at their
c hild's IEP staffing, 95% reported that they were provided with a copy of the ir child 's IEP, and 85% speci-
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objectives for their child's IEP were at least partially
filled out by school personnel prior to the IEP meeting, while only 39% of parents reported. that they
were asked for their input prior to the meeting.
The results from the present study indicate that
many parents are satisfied with their IEP experiences.
The results also suggest that about the same number
of individual parents and professionals today as in
the past have difficulty with the cooperation necessary for a strong relationship to develop (e.g., Garriott, Wandry, & Snyder, 2000; Lynch & Stein, 1982).
Because children are more likely to thrive academica lly when parents and schools maintain a productive relationship, more research is needed about the
specific c haracteristics of individuals involved in the
IEP process that foster and hinder a strong team relationship.
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I see the, mind

of the,
five-year-o[d
as a vofcano
with two vents:
destructiveness
and
creativeness.
- Sy[via .9lsliton-'Wamer,
'Teacher
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Self-Efficacy & Technology: Teaching and
Learning Using a Handheld Computer
Mildre d Pearson
They determ ine the goa ls peop le set for
themselves, how much effort they expend,
how long they preserve in the face of difficulties, and their resi lience to fai lures. When
faced with obstacles and failures, people
who distrust their capabilities slacken their
efforts or give up quickly, Those who have a
strong belief in their capabilities exert greater
effort when they fail to master the challenge,
Strong perseverance contributes to performances and accomplishments (Bandura ,
1995, p. 8).

Dr. Mildred Pearson is an Assistant Professor at EIU . Her tea ching duties inc lude: teaching both
undergraduate and graduate
cou rses in readi ng a nd middle
level education courses, advising
undergraduate and graduate
stu dies, se rving on department
and unive rsity co mmittees. Her
research interest includes social
cogn ition, self-efficacy, self-regula t ion, and academ ic achievement, women studi es, reading in
the co ntent area, writing a c ross
the cu rricu lum, and teaching and
learning using technology, namely a handheld computer.

Because of the scant data on this subject, the
study is exploratory and descriptive in nature.
Exploratory studies are designed to research areas in
which little information is available . "The description
of phenomena is the starting point for all research
endeavors" (Fraenkel & Wallen, 1996, p . 13), Descriptive research designs involve collecting data in order
to test hypotheses and answer questions regarding
the current status of the individuals involved in the
study (Gay, 1996), Thus, The findings wi ll consists of
(a) site description, (b) the findings and quotes from
the selected group of middle school students who
will be interviewed, (c) the statistical analysis of the
Children ' s Self-Efficacy Surveys, (d) a chart of the
themes and concepts emerging from each question,
and (e) a summary of the findings,
The anticipated value of this project wil l be beneficial to the area of research in technology and the
influence of self-efficacy using a handheld device
which is an area where there is limited research. The
research will also contribute to data driven decisions
related t o the use of handhe ld computers in the
c lassroom, especially with middle school learners.
Incorporating handhelds wil l enhance student's level
of confidence, encourage autonomy, and embrace
group collaboration which will prepare them to
become lifelong learners. Therefore, it is critical as a
researcher to explore t his critica l area wh ich may
have an impact on student's learning, The handheld
computer is an opportunity to reach the 21st century
child who is accustom to e lec t ronics, gadgets,
media, hand on activities, and multip le learning
styles. Most schools have a computer lab and or a
small number of desktop computers in each classroom. However, handhelds are portable, inexpensive, and run many of the same programs as a desktop and laptop computer. This wil l a llow each student t o have a handhe ld computer (owne rship)
whenever a nd w herever it makes sense to do th eir

Summary of Research

The main thrust of this research study is to provide
a body of verified information about a limited phenomenon, that is, the influence of self-efficacy and
the use of technology (a portable handheld computer) among middle school students. The research
question is as follow : Does a portable learning device
impact learning during the middle school years and
if so, how self-efficacious are students in using a
handheld computer? Quantitative and qualitative
data will be gathered as a result of inteNiews, technology questionnaires, and The Children 's Self-Efficacy Survey (CSES). Attitudes towards computers and
commitment of computing skills have been recognized as important fac tors to assist high school students and college students in acquiring computer
technologies; however, very little research has been
done at the middle school level.
The research goal governing the research project is to gain a better understanding of the factors
that may help determine how technology impacts
learning. Implicit in the research is the nature of selfefficacy as a behavioral factor that influences academic success. Self-efficacy is defined as the levels of
confidence individuals have in their ability to exec ute courses of action or attain specific performance outcomes (Bandura, 1977, 1982, 1995, 1997),
Therefore, self-efficacy theory is the theoretical lens
thro ugh which this study will examine the respondent's beliefs about his or her capability to produce
a desired outcome which will influence academic
success through the use of a handheld computer.
Since motivation is said to be the key to academic
success, it should be noted that efficacy beliefs contribute to motivation in several ways:
41

RESEARCH AT EASTERN ILLINOIS UNIVERSITY
Bandura A, (l 995) . Self-efficacy in changing societies. Cambridge, UK : Cambridge University
Press.
Bandura, A. (l 997). Self-efficacy: The exercise of
control. New York, NY: W. H. Freeman .
Fraenkel, J., & Wa llen, N. (l 996). How to design and
evaluate research in education. New York, NY:
McGraw-Hill.
Gay, L. R. (l 996). Educational research: Competencies for analysis and application . Englewood
Cliffs, NJ: Prentice Hall.

academic work. After all, the personal computers
are the next most-po pular computing platforms.
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Cognitive Factors in Oral and Written
Communication
Brenda M. Wilson
Dr. Wilson tea c hes courses in Cognitive Communic ation a nd
Multic ultura l Issues in Communication. She is a medica l sp eechla ng uage patho logist with a researc h interest in com municatio n
c hanges after tra uma tic brain injury.

tioning and verba l working memory) for adolescents
with TBI and matched controls on a picture description task. They found that participants with TBI differed significantly from controls on ratings of oral productivity (how much they spoke about the picture),
and oral and written loca l coherence (connectedness of ideas in speaking and writing about the picture). Other discourse measures, written productivity,
written efficiency (how many words were used to
e xpress each idea), and the use of lexical ties
(semantically related references) in writing varied significantly according to scores on executive functioning and working memory regardless of membership
in the TBI or control group . The use of covariates in
this research resulted in a view of discourse after TBI
which identified 42% of the variance for oral productivity, 53% for o ra l local coherence, 66% for written
local coherence, 8 1% for written productivity, 31 % for
written efficiency, and 59% for written lexical cohesion. This covariate model provided a good basis for
beginning to understand the factors which contribute to discourse performance . The authors suggested that th e important factor was not that persons with TBI have poorer performance on discourse
tasks, but rather that they have reduced executive
functioning and working memory skills which contribute to their reduced skills in discourse.

Summary of Research

Research studies have demonstrated that communication changes after traumatic brain injury (TBI) .
Among common changes are difficulties with spoken and written communication which extends
beyond the sentence level (discourse) . Speaking
and writing may be rambling and incoherent, or
abbreviated with lack of development of ideas .
Alexander, Benson, and Stuss (l 989) have suggested
that communication problems after TBI are due to
damage of the prefrontal areas of the brain. The
prefrontal area of the brain is theorized to allow a
person to retrieve stored information from memory,
organize the output, and monitor the impact on the
listener. Cognitive-communication disorders are
viewed as resulting from damage to the area of the
brain which controls the language systems, the executive system (Ylvisaker, 1989).
An important aspect of executive functioning is
verbal working memory. Working memory allows for
holding information in mind while simultaneously performing another mental operation (Goldman-Rakic,
1993). In order to produce goal directed communic ation that is associated with good executive functioning, communication behavior must be initiated
and c onstantly evaluated. In the absence of good
working memory, communication behavior may be
restricted and disorganized. Executive and working
memory skills are nec essary for communication
behavior that is on-target and organized.
While researchers agree that communication
changes after TBI, current language models (Chapman et al., 1992) do not account for the contribution
of executive functioning and verbal working memory
in discourse production. Therefore, Wilson and Proctor (2000), investigated factors in discourse production that influence the c ognitive demands of the discourse task.
Wilson and Proc tor (2000) investigated the relationship between the oral and written discourse performance and cognitive test scores (executive tune-
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Practicing Teachers Evaluate Their Training
Retrospectively
Tess Bennett
Part II. Retrospective evaluation of your
teacher training

Dr. Tess Bennett has been an
Assistant Professor at EIU for three
years. She teaches both undergraduate and g raduate courses
in Earl y Ch ildh ood Educati o n,
advises stud e nts, conducts
researc h and service activities.
Her resear c h interests in c lude
internationa l issues, the Reggio
Emilia, Italia early chi ldhood programs, wo rking wi th famili es,
yo ung chi ldren w ith special
needs, and teacher education .

Now I would like to ask you to think about th e
relationship between the content and teaching
tec hniques you were taught during your training program and the demands of your teaching career.
9. As you can best recall, what were your overall
views of your pre-service training,(e.g . relevan ce,
usefulness, currency, applic ability etc ,) during the
years when you were:
a) a student teacher in training _ _ _ _ _ _ __
b) a beginning teacher_ _ _ _ _ _ _ _ _~~

This is a col laborative research project with Dr. Lilian
Katz, Professor Emerita at the University of Illinois at
Urbana-Champaign,

c) And now as a practicing teacher:
What are your current views about the usefulness of
what you learned during training?

Summary of Research

l 0, If you have been teaching for ten or more years,
can you recall your early years of teaching and indicate how the challenges you faced then are different from those you fac e today?

Among the many dilemmas faced by teacher
educators is one characterized as the "feed forward"
hypotheses (Katz & Raths, 1992), namely, that preservice tea cher training consists largely of providing
students with answers to questions they have not yet
asked, and with solutions for problems not yet
encountered. It is further hypothesized that the way
students evaluate their pre-service training while
undergoing it may be different from their evaluations
of it later on when they are practicing teachers, i.e.
retrospectively, In other words, it could be that during training the students feel satisfied with it, but that
when they evaluate their pre-service education retrospectively - perhaps five years later - when they
are on the job, their evaluations become more negative,
Similarly, the reverse could be the case in that
pre-service experiences may be evaluated negatively at the time they occur, but in retrospect they
may be re-evaluated positively ("I didn't see the
point of it then, but now I am glad I had it"). In other
words, the experiences pre-service students have in
their pre-service courses do not change, but the
meaning, and benefits attributed to them may
change with increasing professional service ,
We are proposing to interview practicing teachers
and to ask them to evaluate their training retrospectively, Proposed questions are as follows:

l l . Thinking back on the years since you started
teaching,
• Whi ch topi cs and techniques from your training
were useful and contributed positively to your work in
the early years of your career?
(Check all that apply)

•
•
•
•
•
•
•
•
•
•

Child Development_ __
Child guidance/behaviour management_ _
Curriculum approaches/practices_ __
Lesson Planning _ _ __ _
Assessment and testing _ __
Technology in Education
Working with parents/families? _ __
Classroom management and discipline _ __
Education and society_ _
Professionalism _ __

12. Can you give any specific examples of how the
training in the topics/techniques you checked still
help you to meet the challenges faced in your
teaching today?
13. When you were a student attending classes, were
there any subjects/topics or techniques you were
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being taught that you anticipated would be particularly helpful/useful when you started teaching?
Please name these.

18. What are some of the challenges you have faced
as a practicing teacher that you feel your pre-service
training did not address adequately or any at all?
19. What additions to your initial training program do
you think would have helped to address the gaps?

14. As a beginning teacher, which of those areas of
study did you find to be as helpful/useful to you as
you anticipated? Could you provide a few examples
of this?

20. What are some other ways you think teacher
training should be changed?
Please give some specific examples and your reasons for adding them.
21. If you had a chance to participate directly in the
training of student teachers, what would you want to
pay particular attention to and why?

15. When you were a student attending classes, were
there any subjects/topics or techniques you were
being taught that you thought were not useful but
just a waste of time? Please name these.
16. As a beginning teacher, were there any of these
perceived "useless" areas of study that you began to
regard as applicable and useful in your experiences
in the classroom? Can you provide some examples?

22. Please add any other ideas and insights you
would like to share with those responsible for teacher
training.

l 7. As a practicing teacher presently, are there some
parts of your initial training experiences that you wish
you had paid more attention to, because they might
be helpful to you today? Can you give a specific
example?
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teacher's jo6 is fimited to offering the materiafs and suffices if she
demonstrates their use; after that, she fe_aves the chi[d with his wort
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the unveifing and devefoping of spiritua[ energy.
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Folk Arts
Patricia Belleville, Jane Zander, Kit Morice, and Dorothy Bennett
rization, Some forms of Haitian folk arts have
remained fairly constant; such as the beaded and
sequined banners used to open Vodou ceremonies,
known as Drapo Vodou or Vodou flags , These artifa c ts developed from the Yorba bead art and military banners, Once the flags were established as a
liturgical art form, the basic design has remained
much like old style flags from the earlier part of the
20th Century, albeit modern fla gs typica lly display
more sequins and beadwork. Other Haitian folk arts
extend beyond a traditional form and reflect a specific artist's vision. The sculpture of Oungan (Vodou
priest) Pierrot Barra, for example, is immediately recognized as belonging to his religion. His primary subjects are the various Vodou deities, or lwa, but his art
does not fit into any recognized tradition, neither
African nor Caribbean, The sculptures are the product of Barra's own dreams and visions, In these, the
voices of the lwa guide him to create his fantastic
objects that incorporate dolls, other found objects,
sumptuous fabrics, and glittering beads and sequins,
This personnel artistic vision links Barra to the "Outsider" movement, in which mainly self-taught artists
follow their own aesthetic and iconographic vision
rather than following an established tradition , Like
Barra, often these artists are speaking to the divine
with their work,

Patricia Belleville teaches at Eastern Illinois University.
Jane Zander teaches at Virginia Commonwealth University.
Kit Morice is Curator of Education, Tarble Arts Center, Eastern Illinois University.
Dorothy Bennett teaches at Jefferson School, Charleston, Illinois.

Abstract

This research paper presents a preliminary summary of our research on folk art, This paper is a study
of folk art's relation to the postmodern classroom, the
type of art it encompasses, its relation to visual culture, how practicing teachers define and teach folk
art, and the problems that teachers encounter seeking to teach folk art,

Folk Art

Expanded definitions of art and interest in teaching about cultures through art have led museums to
develop exhibitions of folk art, Newer definitions of art
have expanded to include a wider range of artifacts
and ideas, including folk art, Postmodern theory
treats the world as a sign, folk art such as Haitian
Vodou art, has always seen the world as a sign connected to the personnel concerns of everyday life
(Consentino, 1996). This connection is essential to folk
art,

Teaching Folk Art: A Survey

As a part of the research a survey was conduc ted, Early findings indicate that teachers have different criteria for their definitions of folk art. They include
broad stereotypical definitions, which include a variety of c ultural groups such as Na tive Ameri can and
Mexican Art, or specific cultural groups such as the
art of early America and Europe, Another perspective includes defining folk art as how the art is made,
the purpose of the art, or the point of view of the
artist. These teachers describe folk art as "a range of
art works/crafts, created by a cultural (rural)
group/person with limited formal training" or "art that
is culturally, social ly, and sometimes economically
related to the activities of living for specific socioeconomic groups,"
Both elementary and middle schoolteachers
wrote that they often used folk art in order to teach
their student's the universality of making art, They said
they wanted their students to learn "that art is everywhere, created by everyone as a means of selfexpression, and personal satisfaction," "That all people create great art, it doesn't have to be in museums," Their goals also included the socialization of the
students, They said that folk art lessons helped students to understand themselves or to relate to a variety of cultures with the schools, Teachers of upper
level students reported that, although they might

Defining Folk Art

Henry Glassie's (1989) defines folk art as "the totality of objects that vary at the pleasure of their creators while holding steady over time to preserve and
express a cultures deepest ideas," The definition can
be best understood by examining Mexican folk arts,
including Day of the Dead art forms and AfroCaribbean folk arts associated with Haitian Vodou,
In Mexico, this definition of folk art applies to a
wide variety of traditional and popular art forms
throughout the country, Mexican folk art reflects both
the indigenous and European sensibilities, Marion
Oettinger Jr,, in The Folk Art of Latin America: Visions
del Pueblo, says "(Mexican) folk art draws from both
a tribal past as well as from a contemporary dominant culture,,,it is produced for daily use in their
homes and for local celebrations of religious or secular events, Although strongly influenced by the fine
art of important urban centers, folk art is more
attuned to the immediate needs of the common
people, and as such, is strongly reflective of their perspectives, values, and dreams,"
The forms of Haitian folk art made in conjunction
with the practice of Vodou, a religion born of African,
Catholic, Amerindian, and even Masonic beliefs and
rituals presents us with a different problem of catego-
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teach folk art, they point out "our students have
extensive formal training." Therefore, fewer high
school teachers were interested in folk arts.
Almost all teachers reported that personal interest in folk art inspired their use of it in the curricu lum
only one teacher mentioned that they had gotten
information about folk art from a local museum. This
is usual because the district in which this survey was
taken has had at least one major exhibition of folk art
in the last two years and there are at least two small
local museums whose entire focus is folk art. None of
the respondents reported using the information
obtained from either of these sources. There was one
museum mentioned as a resource, but it was not
local to the community. Two possible reasons for this
omission come to mind: Teachers may have just forgotten that they used this museum as a resource (for
example, if they went to an exhibition it may have
been over a year ago) or they simply may not use
the museum on a regular basis.
Teachers seem to use folk art based on their own
personal interests to emphasize the commonalities of
human experience, and also as a motivational tool
to help students realize that art is something that is
made by all people. The implication is that folk art
represents the universal and intuitive nature of man
to create art. However, as students progress in the
mastery of materials, teachers are much least likely
to use folk art in their teaching. The broader definition of folk art by teachers, as being art from other
cultures, seems to emphasize the untrained aspect
of art making. In stereotyping folk art, we run the risk
of misinterpreting the reasons for which the art is
made and also misrepresenting the skill or training of
art maker. For example, teachers may minimize the
training that comes in an apprenticeship or simply
use folk art as a pseudonym for "Primitive art." Teachers need to consider the affect this may have on student perceptions of the art and of the culture from
which it comes.

a bookstore or an art museum, she searched for
books about folk art from particular cultures. With
these resources, she conceived ideas by reading
about various folk arts and examined photographs of
the actual work.
The students were extremely receptive to learning about folk art. No matter what culture Bennett
taught there is always a child the unit touched on a
personnel note. This year she delved into some forms
of African Art. Charleston has a small population of
African Americans, but those that attended the
school are thrilled that we are studying the art of their
forefathers.
The units can also integrate other fine art disciplines. Along with the African unit, the first time it was
taught (at a different school), she contacted a friend
who specializes in percussion instruments from
around the world. Rocky Maffit is an accomplished
percussionist, who is also willing to do school assemblies. Bennett convinced her principal that the perfect beginning for a school wide African unit was to
have Rocky, and a storyteller from South Africa, visit
the school and present at an all school assembly.
African tales were told with a finger piano as an
accompaniment and then Rocky shared his vast
array of percussion instruments. The students were
thrilled and it added another element to the entire
unit.
Conclusion
Folk art is essential to the postmodern art classroom at all levels. High schools students as well as
elementary students can learn about how diverse
cultures handle formal and sensory properties of art.
Students at all levels can then choose what sort of art
they can make a part of their lives. Folk art should not
be used to stereotype cultures, but to make all art
students aware of different aesthetics and the students' connection to their communities.
We need to define for pre-service teachers, and
present teachers, what folk art is. Teachers need
material on folk art and to be trained to teach folk
art in the pre-service classroom. To a large extent,
those who are leading research and teaching our
future teachers need to think about these issues to
get them out to our classrooms quickly so that our
teachers are prepared to teach in our new century.

Teaching Folk Art: A Personal Story
About nine years ago Dorothy Bennett became
interested in multi-cultural and folk art for two reasons. One was the natural integration of art and
social studies. The other reason was her desire to
learn more about different cultures, their art and the
reasons for the production of this artwork.
After deciding to delve into other cultures, it
made sense to turn this research project into units
that would encompass the entire school population.
Bennett soon found that the biggest problem was
the lack of information for art teachers about teaching folk art. There were few books on the subject of
teaching folk art at that time, but she wanted more
information and more interesting projects than what
she was finding. Bennett felt lucky to live in a college
town and have access to the library. Eastern Illinois
University has an extensive collection of art books
that cover a wide range of cultures. She would
check out armloads of books to use as both research
and visuals. The other source for information was a
growing personnel library. Whenever Bennett was in
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